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TRENDS AND ISSUES IN

ENGLISH LANGUAGE ARTS
P

Keeping track of the myriad issues in education can be a daunting task for
those educators already stretched to get thirty hours into a twenty-four hour
day. In an effort to inform and support English educators, the National
Council of Teachers of English annually offers this volume featuring current
trends and issues deemed vital to the professional conversation by our
membership at large. Whether specialists or generalists, teachers know that
no single “trend” or “issue” could touch the interest and concerns of all
members of NCTE; with these books—one for each section of the Council:
Elementary, Secondary, College—we aim to chronicle developments in the
teaching and learning of English language arts.

The wealth of NCTE publications from which to draw the materials for
Trends and Issues proves a double-edged sword. Publishing thirteen journals
(bimonthly and quarterly) and twenty to twenty-five books annually provides
ample content, yet what to include and what not? Of course, timeliness and
pertinence to the issues of the day help shape the book, and, more
important, we aim to meet our primary goal: Is this valuable to our
members? This edition of Trends and Issues, we believe, offers readers a seat
at the table, a chance to join the discussion. At the college level the trends
and issues cited for this year are “Diverse Students, Diverse Teachers,”
“Ethics in Teaching, Research, and Publishing,” and “Service Learning and
Social Change.” At the K-12 levels members cited “Multimedia in the
Classroom,” “Second Language Learners,” and “How Politics Have Shaped
Our Thinking and Our Classrooms” as those topics of current relevance to
them as English language arts professionals.

We hope that you'll find this collection a valuable resource to be returned
to often, one that facilitates professional development and reminds us that
we all have a stake in the language arts profession.

NCTE invites you to send us those trends and issues in the English
language arts that you feel are the most relevant to your teaching. Send your
comments to our Web site at www.ncte.org (click on “Trends and Issues”) or
e-mail directly to John Kelley at jkelley@ncte.org.

Faith Schullstrom
Executive Director
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| MULTIMEDIA
IN THE CLASSROOM

=

The definitions of reading and literacy are changing rapidly as technology
becomes more and more a part of our everyday culture. As teachers and
teacher educators, we must learn to recognize these changes and learn to
take advantage of the challenges they offer our classrooms and our curricula.
The following articles provide insight and instruction on how to incorporate
technology into the elementary classroom without placing undue demands
on teachers’ and students” already demanding lives. Instead of adding
multimedia activities to the classroom, for example, the authors of these
articles suggest ways to augment what students are already learning through
the use of computer programs, film, the Internet, videotape, and so on.

Uniting all of these articles is the belief that reading is only
meaningful if the reader comprehends the text. Moreover, the more chances
a reader has to make choices about what he or she reads, to respond in
meaningful ways to a text, and to draw connections between life
experiences and the text, the more comprehensible the text will become.
Jody and Saccardi, for example, show how electronic mail allows students to
share their own written responses to literature and have literature discussions
with students anywhere in the world who are interested in the same books
or topics. Furthermore, the authors illustrate the central role the teacher plays
in facilitating learning and communication among the students.

Each article offers different approaches to using technology in the
classroom, not only to increase students’ levels of comprehension, but to
engage them in the reading process and to broaden their sense of literacy
and of themselves as learmers. For example, in “Let’s Go to the Movies:
Rethinking the Role of Film in the Elementary Classroom,” Michele Whipple
encourages us to allow readers to create meaningful intertextual connections
by expanding our definition of text to include film as well as other media
such as computer programs, television, photographs, and videotape.
“Validation of alternate texts,” she writes, “. . . through their emphasis in the
classroom, may allow those students who are in some way at-risk in their
literacy development to participate in the classroom discourse, to become
part of the classroom community, to be validated as learners and people.”



While each of the four articles focuses on integrating technology into the
classroom and the curriculum rather than tacking it on as “something else”
for educators to teach their students, the final two articles offer in-depth
analysis and review of many computer programs, instructional software,
interactive literature on CD-ROM, and World Wide Web sites, designed to
become an integral part of the classroom.
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P

Marilyn Jody and Marianne Saccardi

Dear Gary Paulsen,

I like reading your books because they always end right. What | mean
by that is some books are good until the end. Then they make the
end so unrealistic that it ruins it. Yours aren't like that or at least not
the ones I've read. I've read these books of yours: Hatchet, Wood-
song, Dogsong, Dancing Carl,The Crossing, and The Winter Room. -

—Lynn, a fifth grader

Whether we teach in a self-contained elementary classroom or are
responsible for a single subject in middle school through university, as
teachers we are all too well aware of the limits of time and the limitlessness
of the task. At national conferences we have heard leading educator Donald
Graves lament that teachers have such demands placed upon them that
many give in to employing a “cha-cha-cha” curriculum on the dance floor of
the classroom, flitting from subject to subject in short quick steps in an effort
to “get it all in.” And with talk of even more national and state requirements
finding their way into the curriculum, it seems clear that we cannot fit much
more into the limited amount of time we have with students. If there is
anything teachers do not need, it is another “add-on” program, however
beneficial it may appear. Our first goal, then, in this book, is to show how to

Reprinted from Chapter 2 of Using Computers to Teach Literature by Marilyn Jody and
Marianne Saccardi.
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4 Marilyn Jody and Marianne Saccardi

integrate an electronic-mail project into what we are already doing in the
classroom, using the computer as a tool to accomplish our goals far better
than we could without it. Thus the schedule we discuss below should not be
seen as allowing a confiscation of several weeks from that which we must
accomplish in the classroom, but as encouraging enrichment of what we are
already doing in the classroom during those valuable weeks, by adding to
our own perspectives those of the students, teachers, and—sometimes—
authors who are now an actual part of our classroom reading and research
community via computer network.

In a recent editorial in the New York Times, author Saul Bellow stated,
“The literacy of which we are so proud often amounts to very little. You may
take the word of a practicing novelist for it that not all novel readers are good
readers” (A25). Reading results in learning, in exploring new.ideas, in
innovative applications only if our students understand what they are
reading. With greater demands than before being placed upon them, with
“higher standards” as common buzzwords throughout the educational
community, we realize that we must bring our students beyond merely
reading words on the page to critical understanding of what those words
mean. In the past, we have given them various standardized tests to measure
their comprehension skills. We have spent many classroom hours asking
comprehension questions atter they have read stories or chapters. What we
propose here is not spending additional time on reading skills, or,
conversely, ignoring skills altogether for more “meaningful” instruction.
Instead, we suggest that classroom time be reallocated, from time spent on
drills or testing to time spent on dialogue about books. It is a simple but
powerful shift in emphasis. The K-12 students we have worked with in the
BookRead Project read more books, with greater understanding, than ever
before. Because they became invested in the computer network exchange,
they were eager to make sense of what they were reading in order to
communicate their ideas to their distant reading partners. And, as an added
bonus, they tried harder to use conventional spelling and grammar so that
their writing would be understood—and, in fact, did so competitively, so that
their school would not be embarrassed!

Arranging a Schedule
A first step in setting up an online project is to schedule a time in the school

year when you and your students can most easily set aside several weeks (six
weeks is a realistic time frame) for a computer dialogue with another class.

11



The Classroom 5

We have found that one project in the fall and another in the spring is a
comfortable goal. With your school calendar at hand, try to eliminate times
when you know your class will be pulled in other directions—for a school
play, testing weeks, holidays, big sporting events, etc.

Choosing an Author or a Topic of Study

Once your time frame is established, your next task will be to find an author
whose books you feel will “hook” your students and get them asking for
more. Or, rather than focus on a single author, you could target a topic that
you and your students have decided to investigate during the year and gather
a variety of books on that topic for study and discussion over a computer
network. As Byrum and Pierce emphasize in Bringing Children to Literacy:
Classrooms at Work, this does not mean devising a neat unit of study to be
used to teach other areas of the curriculum, but rather devising one that is
genuinely entered into by both students and teacher, one which uses the
other areas of the curriculum to investigate the subject at hand. In these
authentic learning experiences, the class becomes a community of learners
who are working for a common goal, who are courageous enough to take
risks and to delve into material which stretches their capabilities. For these
students, the curriculum is not something imposed on them, but rather a
course of study they and their teacher work out together as they plan what
they want to discover about a topic as well as what kinds of research and
activities they want to pursue. The classroom becomes a busy, happy place
where children are active participants in their own learning. When that
learning is informed by literature, and when that literature is shared and
discussed with another class engaged in the same study, the insights and
learning are multiplied many times over.

For example, a class might express an interest in whales. Many books,
both fiction and nonfiction, picture books as well as novels, are available to
use, both to provide information for your investigation of these fascinating
creatures and to fuel online conversations with a partner class. In his novel
The Hostage, Theodore Taylor poses the question of whether a killer whale
should be captured and sold to an amusement park or allowed to remain
free. A Japanese mother tells her child the story of a woman who rescues her
daughter from the underwater home of the whales in Okino and the Whales
by Arnica Esterl. The excitement of going on a whale watch is recounted by
Frances Ward Weller in I Wonder If I'll See a Whale. A lonely old man waits
for the yearly migration of orcas and imparts his love of whales to his

b
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6 Marilyn Jody and Marianne Saccardi

granddaughter in Sheryl McFarlane’s Waiting for the Whales. Young children
can practice their counting while being enthralled by Ed Young’s beautiful
illustrations in Tony Johnston’s Whale Song. Some of the best nonfiction
writers for children have written books on whales: All About Whales, by
Dorothy Hinshaw Patent; Great Whales, the Gentle Giants, by Patricia
Lauber; and Whales, by Gail Gibbons are just a few. Myra Cohn Livingston
has selected poems about whales by leading poets for her collection If You
Ever Meet a Whale. Older children may enjoy Shulamith Levey
Oppenheim’s The Selchie’s Seed, about a young girl, descended from the
Selchie folk, who becomes fascinated by a mysterious white whale. You can
read some of these books aloud, or any others you might select, depending
on the ages, abilities, and interests of your students. Students can also read
and study others, individually or in groups. What children glean from these
books—the questions they wonder about or the ideas they form as they read
them, as well as the activities and investigations (perhaps their own “whale
watch”) in which they become involved during their study—is the “stuff” of
their computer conversations.

Even when we feel that we don’t have much room to make choices in
what we teach because of curriculum constraints, we can still fill our lessons
and discussions with literature and share what we are learning with other
students online. Consider what you are required to teach during the year in
all the disciplines. Is there a period in history that must be covered in class
which would be enriched by historical fiction and authors who write
excellent books on the subject for young people? Is an especially gripping
science topic scheduled for study? There are a host of fine nonfiction writers
for children whose writings would grace and enrich the science curriculum.
High school English teachers who wish to undertake a computer project
might consider the books their students are already required to read as part
of the English program. Of course, these teachers cannot drop this core of
mandatory books, but there are ways to work them into a computer project.
The obvious solution would be to find a partner class which is reading the
same books and engage in a dialogue with those students. Another
possibility would be to find an author of young adult books who writes
engagingly about the themes contained in the required books and to study
that author’s books to enlarge students’ understanding of them. Or, teachers
might want to consult their colleagues in the history or science departments
to set up a team-teaching approach. The more you can integrate a computer
project into what you or your colleagues are already doing, the less
burdened you and your students will feel, the more support you will receive

13



The Classroom _ 7

from other teachers in the building, and the greater the impact such an
experience will have on all concerned.

Try to give your students as much input as possible in choosing an author.
After all, they will be spending several weeks of their time, both at home and
in school, reading and discussing that author’s work. The more they feel a
part of the decision-making process, the more enthusiastic they will be about
the project. What authors are their favorites? Which ones would they like to
know more about? Which genres do they enjoy or which ones do you wish
to teach in a given term? With the incredible increase in books of poetry for
children, anthologies as well as collections on special subjects, you might
want to consider a poetry project for one term and a fiction study for
another. Folklore is another genre rich in books for children of all ages.

Your Partner Class

It is important that you find a teacher whose class wishes to read the same
books and who has a time frame that is compatible with your own. We will
say more about how to find such partners, but for now, let’s discuss some
things you should keep in mind as you think about arranging a match.
Again, it is important that your students join you in the decision-making
process. Do your students want to write to a class as a whole, do they want
to work in small groups, or do they want to be assigned an individual “pen
pal” for the duration of the dialogue? Do boys want to talk to boys, girls to
girls? Will teachers respond to students? To each other? Will teachers make
their conversations with each other about the books available to the
students? Will you want to invite an author to join the conversation? A
computer discussion can take place very well without an author on board,
but having one certainly does add interest. Do you have funds to pay an
author to “visit” online? Can the cost be shared with a partner school or
schools? Certainly, you would have to pay an author much less to engage in
a computer conversation from the convenience of his or her home than you
would to have that author travel to your school. Is there a local, regional, or
national network link available to you that might supply authors?

Be sure to set up mutually agreed upon guidelines for the project with
your partner teacher and class beforehand, so that all concerned know
exactly what is required of them when they agree to participate. We have
found that when a project falters, it is often because expectations were not
clearly spelled out in the beginning. How long will the project run? When
will it begin and end? How often will you exchange messages? How much

4
FRIEN



8 Marilyn Jody and Marianne Saccardi

teacher involvement will there be? How much conversation, if any, about
topics other than the books in the project will be allowed? We have found,
especially with high school students, that they are likely to talk at length
online about their social and personal lives, often in response to reading-
inspired topics. Students in BookRead Projects were fascinated with the idea
that the kids they were talking to came from a different part of the country
and had different ideas and customs. They wanted to air those ideas before
they got down to the business of discussing books. And often these personal
discussions became the link to their understanding of the books. For
example, one young person who had confessed to his distant pen pal that he
had family problems, wasn't trying in school, and had experimented with
drugs changed his mind about how “boring” it was to read after he identified
with the similarly troubled hero of Sue Ellen Bridgers’s novel Permanent
Connections. His comment was that the main character must have been
“based on a real person.”

It is important for both the teachers and the students to know in advance
whether such exchanges are acceptable. Many classes we worked with
made videotapes introducing themselves to their partner class before the
online project actually began. These tapes were great fun to make, generated
early enthusiasm for the project, and helped to build group cohesiveness.
Some students even viewed their partner class’s tape with the idea of
choosing a particular student with whom to exchange ideas, while others
preferred the excitement of anonymity.

Classroom Organization

If large chunks of your school day are already given over to reading and
discussing literature, then you will not have many adjustments to make in
your schedule or your teaching. You will continue to spend that time reading
and writing, the only difference being that, in addition to sharing their ideas
with one another, your students will also be talking to distant reading
partners on the computer. If you do not have large blocks of time built in for
reading and writing, some schedule rearranging must be done. Since
students’ lives outside the classroom are so busy, it is important to give them
time in class to read and discuss books. While we expect them to read at
home as well, the amount of class time we devote to reading and writing
speaks to our students more powerfully than anything else can about our
own priorities.

15°



The Classroom 9

The Computer

In order for your students to begin their online computer discussion, it helps
enormously to have access to a computer in your classroom. If you do not
have one, perhaps a computer can be moved in for the duration of the
project. Although it would be ideal (how often can we expect that?), this
computer need not even have a modem or be connected to a dedicated
telephone line. Students can simply use a word-processing program to make
their comments and save them on disk at any time during the day that is
convenient for them. Then, either at the end of each day, or a few times a
week, depending upon how often you and your partner teacher have agreed
to exchange messages, you can go to a computer that is connected to the
network and “upload” (copy and send) the text of your students’ messages,
along with your own. At the same time, you can “download” (copy from the
network and save) messages from the other class to a disk and either print
out copies for your students or have them read the responses on the
computer screen back in the classroom. You can even do these uploading
and downloading operations in the evening at home if you have a computer
that enables you to do so.

Teachers who must rely on computers in another space, such as a
computer lab or a library, have a bit more arranging to do, so the sooner you
discuss your plans with others in the building, the more cooperation you can
expect. Of course, the person in charge of the lab has to know about your
project and be willing to work with you. If your class has scheduled
computer time during the week, students can type their messages at that
time. All the messages can be saved, transferred to one disk, and quickly
uploaded to your partner school. If this sounds complicated, rest assured that
it isn’t. Have the media specialist teach you the few simple procedures
involved rather than you having to rely on others whose time may not always
be at your disposal. If you don’t have enough computer lab time, you may
be able to arrange to use another teacher’s time in exchange for some of
your computer lab time, once your project is completed.

frop



2 Let's Go to the Movies:
Rethinking the Role of Film
in the Elementary Classroom

P

Michele Whipple

Films have traditionally played a less prominent role in the elementary
language arts curriculum than other instructional materials. While they have
frequently been used as a supplemental resource, follow-up activity, form of
reward, filler, and as background noise, films have rarely been approached
as serious material for literacy instruction. Fortunately, recent developments
in what qualifies as “text,” in conjunction with research on response-based
language arts instruction, have facilitated our developing understandings of
the value of this medium. Preliminary application of these findings have
shown film to be an accessible and engaging material which can bind
children together and bring validation to their varied home and school
literacy experiences. Hence, | would like to suggest here that films are a
valuable instructional material for the elementary teacher and that they
deserve a closer look.

Expanding Literature Learning Through Film

I first became interested in the use of film with elementary students while
working on a longitudinal research project investigating the changing literacy
experiences of a group of students as they moved through grades 5-7
(Walmsley, Rosenthal, & Whipple, 1997). As part of this study, | engaged in
biweekly conversations with several children about books they had been
reading both in and out of their classrooms.

Reprinted from Language Arts, November 1998.
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Let's Go to the Movies 11

Following a book conversation with Jason, a fifth-grade student, he began
to tell me about a movie his class had watched earlier in the week. The
movie, entitled April Morning (Goldwyn & Halmi, 1987), was based on a
novel of the same name by Howard Fast (1961). Ironically, | had recently
read the original text for a graduate class. Excited about our recent
experiences, Jason and I began to talk about this title, making comments and
asking questions of one another. Here is a segment of our exchange:

JASON: In social studies, we're learning about the
Revolutionary War and we watched a movie
called April Morning.

MICHELE: You did? | read April Morning for my class (at the
university). It's by Howard Fast, right?.I1 didnt
even know there was a movie.

JASON: It's a great movie.

MICHELE: I loved the book . . . I felt especially bad in the
beginning.

JASON:  When his dad died?

MICHELE: Yeah, but also for the soldiers.

JASON:  They just stood there and got shot. . . .

There were several characteristics of the extended version of this
conversation that struck me as significant and that altered the manner in
which | both engaged in and viewed literature conversations from that point
on. First, in talking with Jason about our related experiences surrounding the
title, April Morning, | was struck by his involvement in the exchange. He was
genuinely excited about the film and the fact that | could possibly fill in
some of the gaps he felt existed in his understanding of the story (Iser, 1989).
In addition, as | read over the transcript of this conversation and compared
the nature of Jason’s responses to those he had made in previous official
conversations concerning tradebooks, it was evident that he had ventured
into areas of the text and response which he had not addressed in prior
exchanges (i.e., analysis of the plot and the actions of the characters). | then
realized that had this opportunity not arisen, | may have never seen this side
of Jason’s “response personality.” Thus, | would have had only a partial
picture of Jason as a reader and responder.

Secondly, | began to recognize that just as books and other forms of
written communication are considered texts, so are alternate forms of story

18



12 Michele Whipple

such as films, oral dialogue and narratives, and audio and computer
communications (Bakhtin as cited in Holquist, 1990; Cox, 1994; Myers,
1996; Rosenthal, 1997). I wondered on how many occasions, prior to this
one with April Morning, Jason and the other children participating in the
study had attempted to bring their film experiences to our conversations and
I had urged them back to talking about written text.

It was for these reasons that | decided to investigate the instructional and
response opportunities that arise when we broaden our definitions of what
counts as text to include film. In order to supplement these findings and to
assess the future of instructional film use in the elementary classroom, | also
felt it necessary to explore these possibilities in light of recent trends in
language arts. This lead me to examine the relationship of Louise
Rosenblatt’s transactional theory (1938/1976, 1978) to film viewing and to
review the related literature.

Lack of Focus on the Elementary Level

As a result of my experience with Jason, | became increasingly interested in
film use with elementary students. In the months which followed, | began
scouring the library for resources only to find that, in general, the
information available on film use in the classroom is considerably limited. in
addition, the majority of what is accessible to teachers focuses on students of
middle school (Witkin, 1994), high school (Senger & Archer, 1989; Shull,
1989; Teasley & Wilder, 1997), and college age (Costanzo, 1992). While we
have much to learn from these writings in terms of their applications of
transactional theory, the films and related activities suggested by these
authors are generally not appropriate for K—6 students. I believe this trend
has left those elementary educators who are interested in instructional film
use within their classrooms with few places to turn to for supportive
information and specific suggestions for film use.

A significant amount of what is available on this topic at the elementary
level has been contributed by Carole Cox (1975, 1982, 1983, 1996), who, in
conjunction with co-author Joyce Many, was one of the first elementary
educator-researchers to make connections between Rosenblatt’s theory of
reader-response and film viewing (see Cox & Many, 1989). Unfortunately,
only within the past five years have others begun to expand upon and add to
the body of work created by Cox and her colleagues. In addition, much of
this work has centered on the role of technology in education, focusing
heavily on computer use and only vaguely addressing the role of film and
related response issues.

19"
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Therefore, | speculated that, in order for us to begin rethinking the role of
film in our classroom literacy instruction, information was needed that
immediately addressed the instructional options available to elementary
teachers, including sample film titles and activities, and that offered
supplementary information which discussed related trends in the field of
language arts education. Here, | will focus on the latter of these tasks.

Two recent discussions most immediately applicable to this issue of film
use in the elementary classroom are the expanding notions of what qualifies
as “text” and the application of reader-response theories to elementary
language arts pedagogy. Their relevance and application to film use in the
elementary classroom will be discussed in the following sections.

Expanding Notions of What Counts

Currently, film viewing plays a major role in popular culture and in the daily
lives of our young students (Costanzo, 1992; Rosenthal, 1997; Witkin,
1994). In short, there are two approaches which may be taken by educators
in response to this trend. We can either become resentful and judgmental
about frequent home viewing practices, mourning the de-emphasis of
written text, or we can look at students” movie experiences and emerging
knowledge of films as an opportunity to support literacy development and to
make connections with more traditional media (i.e., written text). There are
several reasons why the latter of these reactions has proven more effective.
First, recognition and use of students” knowledge of movies can open doors
for students who have traditionally been thought to be at-risk, as suggested
by language arts educator Carole Cox (see also Teasley & Wilder, 1997):

Media experiences from inside and outside the classroom provide
access to learning for all students, drawing on a shared media cul-
ture as the basis for classroom exploration. . . . The media culture is
available, in some way to everyone . . . different kinds of media pro-
vide different kinds of access to a range of students, encouraging
those who are sometimes silent because of their social status, race,
culture, gender, disability, or language-minority status. (Cox, 1996,
p. 486)

In other words, the validation of alternate texts such as photographs,
computers, television, film, and videotape, through their emphasis and use
in the classroom, may allow those students who are in some way at-risk in
their literacy development to participate in classroom discourse, to become
a part of the classroom community, and to be validated as learners and
people. For example, while only a few children in a given third-grade

Q .:
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classroom may have actually read the written version of the book, Sarah,
Plain and Tall (MacLachlan, 1985), some may have rented the film version
from the video store or viewed it on television. Other children may not be
familiar with Sarah, Plain and Tall, but they may have seen the sequel,
Skylark (Close & Self, 1993), on television. In addition, several more
children may be able to make connections between these texts and titles
and others they have encountered which focus on the Westward
Movement, farm life, families, death, courage, and other related topics. The
possibilities for engaging in complex conversations about these diverse, yet
strongly related experiences is staggering. It is the formulation of intertextual
connections and personal responses such as these that we strive for as
response-based teachers (Short, 1993).

Secondly, the use of film is another avenue by which we.can reach
second-language learners and others who have not had their home literacy
experiences validated through their current literacy instruction. Students who
have had limited experiences with English and with written text in their
homes and within preschool settings have often had other rich experiences,
frequently with film. Therefore, if your immediate instructional goals are to
encourage students’ personal responses and to build community within the
classroom, and these are not dependent on the form or content of a
particular piece, this alternate approach may be ideal. For example, both the
classic animated tale and the newly released dramatic version of Disney’s
101 Dalmatians (Disney, 1961; Feldman, 1996) are available in English as
well as Spanish. Students may have also seen the picture book versions of
the title, related games, or news stories. Hence, students may begin by
sharing their common experiences with this title, later focusing more on
traditional mediums as their classroom and literacy experiences evolve.
Therefore, by expanding the notion of what qualifies as “text” we are also
expanding the prevailing notions of which literacy experiences are valuable
and who gets to participate in classroom conversations.

Students’ growing understandings and use of film and other alternate
forms of “text” is often referred to as media literacy. In a 1994 document
prepared for the National Council of Teachers of English Commission on
Media, then director Carole Cox defined the term as follows:

Media literacy refers to composing, comprehending, interpreting,
analyzing, and appreciating the language and texts of . . . both print
and nonprint media. The use of media presupposes an expanded def-
inition of “text.” . . . Print media texts include books, magazines, and
newspapers. Nonprint media include photography recordings, radio,
film, television, videotape, video games, computers, the performing
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arts, and virtual reality . . . constantly interact . . . (and) all (are) to
be experienced, appreciated, and analyzed and created by students.
(NCTE, 1994, p. 13) ‘

Acknowledgment of the presence and relevance of media literacy has been
widespread in recent years, due in part to the rapid development of
computers and other forms of technology. While many debate its role, there
are few who doubt the relevance of media literacy as we approach the
millennium. Indeed, its immediate significance was felt most recently at the
annual meeting of the National Council of Teachers of English, where the
program offered more presentations than ever before focusing on film use
and technology in the classroom.

The benefits are boundless and the groundwork set. Our students are
already talking about the Internet, video games, television; and film. We
need merely to take advantage of these conversations and experiences. There
is much to be lost if we choose not to act. The following section includes
examples of instructional opportunities which were missed as a result of a
limited view of what types of text count in the elementary classroom.

Missed Opportunities

As | considered the April Morning event with Jason, | began to wonder if
similar examples existed with other students involved in the study So, |
returned to the data. Reading through the piles of transcripts, | found that, for
three years, students had been trying to talk with me about their experiences
with film text. There were numerous opportunities for the discussion of film
elements, as well as for addressing film as an alternative to written text. The
following are just a few examples of the “missed opportunities” | found
when | reviewed the transcripts of the book conversations | had engaged in
with two of the students, Ben and Ellen, with a broader definition of “what
counts.”

The use of suspense in movies and books was a common theme among
the students. In this.first example, Ben compares the suspense found in one
of the Goosebumps books, by author R. L. Stine, to that found in mystery
and horror movies.

BEN: It (R. L. Stine book) was kind of like the movies.
What | don't really like about movies is sometimes
you know “who did it” all the way through the
movie. | like the ones when you think it is one guy,
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then all of a sudden you find out it’s the other
guy . . . That's what this book was (like).

In this second example, Ellen comments on the use of suspense in written
text and film, and her dislike of the latter. Her focus here is on the Nancy
Drew series books written by Carolyn Keen. Ellen stated that, given the
chance, she would tell the author to:

ELLEN: . . . have more suspense in the stories. I like a lot
of suspense (in books). But, in movies, | can’t
stand too much suspense. Just a little and I’'m
screaming at the top of my lungs.

MICHELE: [ think it is a lot harder to put suspense in books.
ELLEN: It's easier to show it.

Each of these excerpts provides information on the students’ individual
abilities to form intertextual references and their ability to analyze the use of
the element of suspense in differing texts. While the term intertextual
reference has primarily been applied to comparisons made between two
books, these students have displayed their ability to compare across modes
and mediums, between written text and film text. These comments, and the
many others like them found in the transcripts, have a great deal to say about
the students’ individual experiences with film and provide insights into their
literature learning and literacy development. They are, at the very least,
“points of departure” for individualized literary instruction.

Within the book conversations, there was also evidence that Ben and
Ellen had made repeated attempts to talk about the relationships which
existed for them between written texts and films of the same name. In our
first example we see Ben as he talks about his interest in reading books
generated from films. These books, called novelizations, have been written
only after a movie by the same title has been released (e.g., My Girl, 1991;
Hook, 1992; Babe, 1995; and Toy Story, 1995).

BEN: | like to read the Walt Disney movie books;
books that they make from the movies.

MICHELE: Oh. I see here that you read Honey, | Blew Up
the Kid (Band & Gordon, 1992).

BEN: Yeah. | just finished that.
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There is much which could have been done instructionally with this
information to expand and extend Ben’s experience. In addition to probing
further on this topic, finding out what specifically it is about this category of
books which attracts Ben, he could also have been encouraged through
discussion, journaling, or a Venn diagram to compare the film and written
versions of these pairs.

In this related example, Ellen broadly shares her impressions of the “movie
versions” of children’s books and their relationship to the original story.

ELLEN: That (the movie version of My Side of the
Mountain, Radnitz, 1968) would be neat to see,
but it's probably not the same as the book.
They're (movie versions) never the same as the

book.

Unfortunately, rather than probing Ellen further on her comment that
(movie versions) are “never the same as the book,” | attempted to redirect
her back to the written text. This sent Ellen the message that it was the book
version, rather than the film version, that was the focus.

| have no doubt that interactions similar to those provided here occur in
elementary classrooms around the country every day, and they are a result of
how we have been enculturated to view the place of books and films in
education. One of the easiest things we can do, as teachers, to take
advantage of these missed opportunities is to acknowledge the film
references made by our students during class discussions and to help them
to make connections to all related texts.

Integrating Film Viewing and Response Theory

As we begin to acknowledge the instructional value of alternate forms of
text, we naturally attempt to bring to them the approaches and theories
which have been applied to written text over the years. One of the most
popular approaches to have made the transfer from written text to film text
has been that of reader-response theory.

The premises of reader-response were first written about by Louise
Rosenblatt in 1938 in her book Literature as Exploration, and later expanded
upon in The Reader, The Text, The Poem: The Transactional Theory of the
Literary Work (1978). These writings suggest that readers are actively
engaged in the reading process and that they construct, rather than merely
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decode, meaning from written text while they read. Reinforcing this point,
Rosenblatt (1994) states:

Every reading act is an event, or a transaction involving a particular
reader, and a particular pattern of signs, a text, and occurring at a
particular time in a particular context. Instead of two fixed entities
acting on one another, the reader and the text are two aspects of a
total dynamic situation. The meaning does not reside ready-made ‘in’
the text or in the reader but happens or comes into being during the
transaction between reader and text. (p. 1063)

Therefore, in any single reading event, there is a reader, text, and context
“transacting” with one another to create meaning from the situation. These
meanings are generally shared with others in the form of “personal
responses.” The term response suggests a type of personal reaction to what
has been read or experienced; a student’s individual thoughts and
reflections.

Ideally, students in response-based classrooms do a great deal of sharing
of their personal responses to text through oral, written, and artistic modes
and mediums. In offering a wide variety of response opportunities, teachers
ensure that all students will be exposed to the various ways in which we
communicate and that each individual may find a comfortable way in which
to express their responses. As a result of the “risk-taking” which is involved in
the formulation and sharing of personal responses, teachers recognize the
importance of a community atmosphere within their classrooms. If students
do not feel at ease in their physical environment and valued by those with
whom they share the classroom, genuine or unfiltered responses will not be
shared.

In recent years, authors who have written about film use at the secondary
level, such as Shull (1989), Costanzo (1992), Fehiman (1994), and Teasley
and Wilder (1997), have made various connections between Rosenblatt’s
writings on reader-response and the viewing of films. For example, there has
been widespread use of the term “viewer-response,” in this literature.
Adapted from Rosenblatt's commonly used term “reader-response,” this new
variation emphasizes the change in focus action from reading to viewing. In
addition, authors such as Fehlman (1994) have applied Rosenblatt’s popular
‘reader, text, context’ model for describing how personal meanings and
responses are constructed. In both instances, change is evidenced, not only
in the action of the student, but also in the implied text preference. In this
latter example, rather than focusing on the ‘reader, text, context,” Fehlman
talks about the viewer, text, context; where the viewer is the individual

25"
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watching the film, the text is the film itself, and the context is the
environment in which the film is experienced.

In many ways, these examples appear to be natural applications of
Rosenblatt’s work. For, it has been suggested by Cox (1989) that,

Rosenblatt (1985) takes an eclectic view of the various literary forms
and their potential as lived-through experiences. She uses the term
‘poem’ to stand for any literary work of art . . . The formal differences
between stories, poems, and plays which she classifies together as
literary events are no less great than the differences between litera-
ture and film. (p. 289) :

The following are additional examples of popular premises of Rosenblatt’s
writings which have been applied to film viewing and related points which
deserve consideration.

Rosenblatt (1938/1976) has written that,

The reader brings to the work personality traits, memories of past
events, present needs and preoccupations, a particular mood of the
moment, and a particular physical condition. These and many other
elements in a never-to-be-duplicated combination determine his
response to the peculiar contribution of the text. (p. 31)

This statement implies that a reader (viewer) brings as much, if not more,
information to the literacy event than the text (film). Therefore, as a teacher
and fellow reader (viewer), while you might have an idea of the possible
responses which could be offered in discussion, it may be impossible to
expect certain meanings or responses from students. And, as individuals with
unique experiences, the students in our classes will formulate a spectrum of
meanings for the same literacy event.

From these teachings, we begin to realize that what is viewed, just like
what is read, must be interpreted by the viewer. Only through this personal
interpretation can “life be breathed into” the film, so that it can become a
poem as defined by Rosenblatt (1978). Based on this premise, there can be
as many poems for a given text title as there are people who read the written
version or who view the film version. Therefore, the goal of finding the
“right” interpretation becomes moot (see Teasley & Wilder, 1997). Ironically,
films which are adaptations of novels are in essence already in poetic form,
since the film is one interpretation of the author’s and/or screenwriter’s
original text (Costanzo, 1992). Thus, we are creating a poem from a poem.
This adds another dimension to understanding the construction of students’
responses.
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It is important to note that viewers receive different information while
transacting with the film text than readers do with their written counterparts.
Films are multisensory experiences which engage our minds differently than
books. In some ways, they may “fill in gaps” (Iser, 1989) for us (i.e., in terms
of what the setting and/or characters might look like), but they may also
prevent us from using our mind’s eye—the pictures we create in our heads
when we read—Dby providing too much visual and auditory information. We
often observe the intersection of the “film’s perception of reality” and our
own “personal perception of reality” when we engage in multiple
encounters with the same text title. The most common example of this is
when we watch the movie version of a novel after we have read the written
text. The key is in understanding that the nature of students’ responses, as
well as the manners in which they are created, will differ as we move
between these texts, and that engaging students in such a variety of literacy
experiences will provide us, as educators, with additional insights into
individual students as responders and literate people.

With regard to “how” one approaches a text, Rosenblatt has spoken at
length about the stances, efferent and aesthetic, that a reader, or in this case
a viewer, may take during a given event. Rarely, she states, is an event solely
efferent or strictly aesthetic for the reader, here the viewer. Rather, a given
textual experience has elements of both in combinations which vary from
person to person. Take, for example, my recent viewing of the film Emma
(Gigliotti, Weinstein, & Weinstein, 1996). Although | was watching the
movie primarily because of my love of Jane Austen’s work and the scenery of
period English films, | was also looking for specific similarities between this
film and Clueless (Berg & Shroeder, 1995), a story set in present day which is
said to possess many parallels to Austen’s novel.

While, in this case, | had a personal agenda for watching the movie
which gave my viewing a strong efferent characteristic, we, as teachers,
frequently press our efferent agendas upon our students. For example, the
students in the secondary classes described in the pieces above were often
called upon to take notes or to fill in charts during their viewing of a film. As
a result of such activities, students’ school experiences with film often
become primarily efferent in nature and their main purpose becomes to
gather facts. As an option, students may be given the opportunity to engage
in “multiple viewings”; first, watching the film as a whole without the task of
notetaking or other focused tasks and again later for the purpose of closer
examination of particular scenes, characters, etc. This also applies to films
which at first glance would appear solely informational or expository in
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nature, for as is implied by Rosenblatt (1991), you can never tell the extent to
which an encounter will be aesthetic or efferent for an individual person.

In closing, through my prior classroom experiences and, more recently,
observations in a wide variety of elementary grades and class settings, |
have seen firsthand the instructional benefits of response-based pedagogy
and the power of personal response as an instructional tool in broadening
students” understandings of the forms and functions of written text.
However, it is only recently that | have begun to explore the possibilities
and the influences of a child’s film experiences upon their individual literary
growth and literacy development in the elementary grades. Through the
fledgling inquiry described here, | have drawn several conclusions. First,
additional information is needed which expands on the relationships
between film, literacy development, and the premises of response theory as
described by Louise Rosenblatt. Second, investigations are needed which
link current theoretical discussions of text to elementary language arts
pedagogy. And, finally, elementary educators would benefit from resource
lists providing films and activities which are in keeping with the ideas
discussed here.

Conclusion

Today’s elementary students come to our classrooms with a great deal of
knowledge about films in video form, as well as other types of text and the
technology which creates them. When we take advantage of these prior
experiences, we open the doors of participation to many children who have
been closed off because of the nature of their past life and textual
experiences, their primary language, and/or their gender. In addition, we
provide expanded and extended learning experiences and opportunities for
making intertextual connections for all of our students. In acknowledging
students’ experiences with alternate texts, in this case film, and using those
experiences as a basis for response-based language arts instruction, our
students will not only experience personal validation, but also growth in
their understandings of the multiple roles of literature and media in our lives.
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3 The Challenge of Change:
Exploring Literacy and Learning
in Electronic Environments

=

Charles Kinzer and Donald J. Leu, Jr.

We live during a time when fundamental change is taking place in the
nature of literacy and learning as digital, multimedia resources enter our
world. Literacy and learning are being redefined by the digital
communication and multimedia technologies that are quickly becoming a
part of the information age in which we live (Negroponte, 1995; Reinking,
1995a). The many resources available on CD-ROM and the Internet are the
beginning of a radical departure in the nature of information available to us
and our students. Our response to these important changes will determine
our students’ ability to succeed in the world that awaits them.

As we look at the technologies that surround us, it is important to
consider the challenges we face because of the new tools that are afforded
us. We believe these new tools will increase, not decrease, the teacher’s
central role in orchestrating learning experiences. We will be challenged to
thoughtfully guide students’ learning within electronic information
environments that are more complexly networked than traditional print
media, presenting potentially richer and more integrated learning
opportunities for both teachers and students.

Our purpose in this article is to describe the potential of multimedia and
hypermedia technologies and explain how they can facilitate literacy
teaching and learning. We do this first by discussing various software
projects with which we have been involved to show how multimedia and
hypermedia technologies are changing traditional definitions of literacy and
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learning. Then, we describe several new challenges for teachers to consider
as access to the Internet and the World Wide Web becomes more widely
available. We hope this information will help in thinking about the
fundamental changes taking place in literacy and learning.

The Reporter Project

Technology can often help mitigate difficult issues that teachers face. The
Reporter Project is one such effort. Its goal was to use multimedia technology
to enhance sixth-grade students’ information-gathering and writing abilities
and to help with three problems faced by teachers:

¢ Teachers face students who bring to the literacy task a wide range of
backgrounds and experiences. Background knowledge and
experiences affect comprehension in several ways (Alexander,
Kulikowich, & Jetton, 1994; Bransford & Johnson, 1973) and teachers
often use prediscussion to enhance motivation and to help set
expectations for what will be read. But it is difficult to address the
wide variety of needs and backgrounds that are found in any
classroom.

¢ There is often little shared knowledge among students in a class or
between the teacher/mediator and a respective learner. This makes it
difficult to link new, to-be-learned information with what is already
known. Teachers who share experiences with learners have a great
advantage when trying to provide new knowledge to students in ways
that facilitates their understanding.

¢ Often, what is learned remains “inert” (Whitehead, 1929). That is,
knowledge is not used in appropriate situations even though it has
been learned to the extent that it is demonstrated on paper and pencil
tests. This is often seen across content-domain subject areas, where
students may learn something in one class that is relevant to another
but do not access or use the relevant knowledge in the second class.
It is also seen in vocabulary learning, where students do well in
providing definitions on paper and pencil tests but do not use the
vocabulary items in appropriate conversational situations.

The above issues were addressed through what is known as anchored
instruction using multimedia tools. Anchored instruction has been a major
focus of a group of colleagues working through the Learning Technology
Center at Vanderbilt University (Bransford, Kinzer, Risko, Rowe, & Vye,
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1989; Cognition and Technology Group at Vanderbilt, 1990, 1993 ; Kinzer,
Gabella, & Rieth, 1994). Use of a video (provided through a videodisk or a
CD-ROM controlled by the computer) is a way to approximate non-school-
based learning for students. We found this preferable to the more
decontextualized methods found in traditional schooling. An anchor
attempts to address the first issue noted above by providing students with a
common experience, generally from a multimedia computer system that
incorporates the use of videodisks or CD-ROMs to provide a cohesive
program that all participants in the classroom experience. The second issue
is confronted through using the anchor as “given knowledge”—as a point of
reference—to which new knowledge is linked during instruction. Teachers
and students draw on examples from the anchor and incorporate these into
discussions. The third issue is addressed by using the technology to integrate
curriculum across content areas. This allows students to use new information
across domains at the time that it is learned, and it appears to mitigate
“compartmentalization” of knowledge.

The Reporter Project used news footage provided by NBC as both
anchors and models for writing. It attempted to merge closely both reading
and writing through the use of a consistent data set that encouraged students
to pose questions, decide on audience awareness through use of point of
view, and find relevant facts and separate them from irrelevant or incorrect
information, and then, using this information, write a news-based, narrative
story. Figure 1 shows the entrance to the newspaper office, where the
students are assigned to the Reporter section (collecting facts and making
outlines, finding a theme for their story-to-be) or to the Writer section of the
newsroom.

One of the benefits of computer technology is the ability of the computer
to keep track of students’ progress, especially across sessions, and to report
their progress to the teacher in various ways. Figure 2 presents part of the
progress-tracking system used by this program.

The student assigned to the Reporter area is presented with a series of
story options that relate to various departments of the newsroom. The student
can choose to work on a story in one of the following departments: news,
sports, style, science, or “the American scene.” Each of these assignments
requires that the student gather facts and collect information. Students have a
choice about which area to work in first, but eventually all areas must be
completed. Completing all of the areas facilitates the development of
audience awareness, one of the goals of this program. For example, a sports
story about a game requires a close focus on the game and a peripheral
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Figure 1. Opening screen of the Reporter Project software. Students are placed
into Reporter or Writer areas depending on their previous work in the program.
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Figure 2. One benefit to teachers and students is the individualized tracking that
computers can provide. Here, teachers and/or students can easily see their
progress through the program and decide on areas that need additional attention.
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focus on the game’s surroundings. A reporter covering the same game for the
Style section, however, must recognize that readers would expect a greater
focus on the spectators—perhaps who was in the luxury boxes and their
fashion choices—than do readers in the Sports section. Thus, moving
through the various sections of the program builds a recognition that stories
must not only have a focus, but the focus must relate to a writer’s audience
and goals.

Once the student enters the Reporter area, the video anchor is presented,
followed by stories and informational material related to the anchor. The
technology allows the student to highlight any word in the story and hear it
pronounced, to see a video that provides appropriate visual context for
content-area words, and/or to read (or have “read” by the computer) a
definition. The student must find and choose relevant information, write a
main idea statement (an inappropriate main idea results in options to see the
video again and to review the facts that were gathered), and move to another
story to continue to practice the skills of information collection, point of
view, cause and effect, and main idea. After completing stories in the
Reporter area, the student may go to the Writers area to write a story
(including a headline that reflects the main idea).

Here, too, the capabilities of the technology come into play. The program
is customized for each student (because of the tracking that allows each
student to choose a different story and to be in a different place within the
program), allowing the student to submit his or her story to the “editor,”
where it resides for peer and/or teacher feedback. As it is submitted,
however, the student is asked if he would like to compare the story with that
of an expert who has been working on the same story. This option allows the
student to view the story delivered by the real-life television news
anchorperson on the day that the story aired. This allows novice writers to
compare their stories (and the facts that they chose to include) with the real
news story as it aired. Students can revise their stories at this point (or at any
future time), although each submission is stored for retrieval by the teacher.
Submitted stories are kept in the reporter/writer’s file and can be revised and
printed at any time, by either the teacher or the student, allowing an ongoing
comparison of students’ work over time.

The Reporter Project was developed and tested in sixth-grade classrooms
for two years and showed that students made statistically significant
improvement in their recognition and use of elements such as main ideas,
supporting details, and cause and effect relationships (Schmidt, Meltzer,
Kinzer, Bransford, & Hasselbring, 1990). Their writing was also more
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cohesive than their control-group peers who were taught using similar
materials and sequences but without the use of the technology.

What we learned from this project raises interesting issues. For example,
we noticed that students and teachers used the anchor videos as “jumping-
off points” to learn new, related things that interested them, raising issues
about curriculum and who makes decisions about its content and its
sequence. Students followed paths that were undefined at the start of the
project and learned more as a result. In addition, we found that issues
surrounding revisions, collaboration, and feedback in writing and reading
need to be examined. Our readers and writers often interacted with each
other about their work and used technology to locate information that could
be used almost instantly through a “cut and paste” process. Certain changes
in the students” approach to writing and revision were a direct result of the
multimedia and technological supports that were available. Students became
more literate in terms of their knowledge and their ability to communicate
their knowledge than they were before they began the project.

The Young Children’s Literacy Project

Intended for use with young children, this project incorporated full-motion,
color video, sound, and Internet/World Wide Web access capabilities in
addition to the tracking and other functions noted above. The video-based
anchor and strong emphasis on student engagement with text across subject-
areas that were part of the Reporter Project were retained here. Added was
much more capability in terms of students’ interaction with text (both in
terms of reading and writing), as well as in their use of oral language.

This project used as its basis the notion of the mental modeling that
occurs during the comprehension process (Glenberg & Langston, 1992;
Johnson-Laird, 1983; McNamara, Miller, & Bransford, 1991). Rather than
using multimedia to enhance the understanding of a particular story, the
anchor video, together with on-line sequencing and book-making activities,
was designed to provide the framework for understanding stories. The goal
was to have children understand the power, use, and importance of literacy
as well as to enjoy the time spent in literacy activities. For example, students
learned plot structure and sequence in addition to the power and purpose of
literacy through reading, writing, and making books.

After viewing a video-anchor story, children sequenced and retold the
multimedia anchor story (see Figure 3). Later, they used their retelling as a
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Figure 3. Here, a student uses the computer’s recording system to answer a
question orally and then to retell the anchor story that was just presented.

basis for writing, illustrating, and adding music to a story (see Figure 4). The
capability of adding music to stories was very popular and provided a
vehicle for discussing setting and other elements of mood as reflected by the
music chosen. Eventually, students wrote and read related stories, published
them, and placed them in the classroom and the computer’s library for
access by others. Access to the stories occurred in many ways, including the
Internet. Figure 5 shows the relevant World Wide Web home page. This
home page uses as a common background the anchor that students around
the country and around the world saw and used in their classrooms and
links students” and teachers’ common set of experiences to new and ongoing
literacy activities. Use of the Internet and the collaborative aspects built into
the Young Children’s Literacy software maximized the potential for author
circles, book-study groups, collaborative learning, and learning
communities.

During the developmental stage of this project, Sharp, Bransford,
Goldman, Risko, Kinzer, and Vye (1995) found that multimedia
environments with dynamic visual supports facilitated language
comprehension and provided a framework for understanding and
remembering linguistic information. The Young Children’s Literacy Project
continues to explore the effects that multimedia technology can have on the
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Figure 4. One part of the book-making portion of the program. Other sections
allow the addition of music and video to a student’s story.
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Figure 5. A screen-caption showing a portion of the World Wide Web home
page available as an outcome of the Young Children’s Literacy project.
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reading and writing of young children and on classroom environments. It is
already clear, however, that anchored instruction and the capabilities of
computer technology (random access across databases, communicative links
through the Internet and the World Wide Web so that a classroom can
become part of a global community of learners, use of full visual and
oral/aural multimedia capabilities for learning and presentations, and the
storage and record-keeping potential of the technology) will require new
methods and new conceptualizations of assessment. Technology provides a
powerful means of storing, revising, and presenting work over time, thus
facilitating evaluation of more authentic work than is presently possible with
traditional measures.

The Hypermedia Design Project

Can hypermedia enable low prior knowledge readers to comprehend
challenging material as well as high prior knowledge readers? This was the
question explored in the hypermedia design project.

The amount of prior knowledge a reader possesses about a topic has a
robust effect on reading comprehension. Readers with high prior knowledge
almost always outperform students with low prior knowledge. Increases in
prior knowledge lead to increases in comprehension and interest (Alexander,
Kulikowich, & Jetton, 1994; Tyler & Voss, 1982), greater frequency and
higher quality of self-generated questions (Scardamalia & Bereiter, 1991),
and profoundly influence the interpretation of ambiguous passages
(Bransford & Johnson, 1973). Moreover, the effects of prior knowledge on
reading comprehension increase as students become older (Alexander,
Kulikowich, & Jetton, 1994) and as the informational density of texts
increases (Tyler & Voss, 1982). Older students with low prior knowledge
about a topic are at a tremendous disadvantage compared to older students
with high prior knowledge when they read challenging material.

Hypermedia contains at least two characteristics that may be useful in
helping readers overcome a lack of prior knowledge about complex and
informationally dense texts. Designed appropriately, hypermedia responds
immediately to readers’ informational needs as they attempt to construct a
model of the information they encounter. This makes learning especially
efficient for a low prior knowledge reader. For example, one of us has done
work with the U.S. Department of Defense (Hillinger & Leu, 1994) and
noted that new air force mechanics unfamiliar with different aspects of the
“hot section” of a jet engine could regularly seek out the specific information
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she required by simply clicking locations linked to the appropriate
information. Although similar information might be obtained by searching an
index, a glossary, or a table of contents in a traditional engine manual, the
speed of access and the precision of the information received is often greater
in a hypermedia program. This may be especially useful in an
informationally dense passage where many items are unfamiliar.

Second, within a hypermedia program a reader has access to multiple
media sources of information. In addition to traditional text and graphic
information, speech, animation, and video are all available. Moreover,
interactive simulations may be used in certain situations to allow users to
explore simple cause and effect relationships or more complex relationships
between multiple components. For example, in seeking to understand the
organization and operation of a jet engine, a reader using hypermedia could
take one apart and put it back together again in a simulation. It is likely that
each media source contains special advantages when communicating
different informational needs. A student using a hypermedia environment
might develop different ways of knowing, using different media sources,
depending upon which resource was most helpful in clarifying a particular
concept. It is also likely that constructing meaning from multiple
perspectives, using multiple media sources, provides a richer understanding
of complex information (Spiro, Feltovich, Jacobson, & Coulson, 1992),
especially if one lacks prior knowledge about a topic.

The Hillinger and Leu (1994) research project noted earlier explored the
ability of a hypermedia environment to overcome comprehension limitations
caused by a lack of prior knowledge. The researchers converted a complex
training manual for the repair and maintenance of a CT7-9 turboprop engine
into hypermedia and observed both high prior knowledge and low prior
knowledge subjects as they attempted to learn this information. The
hypermedia program created for this study allowed users to take the engine
apart, read about each of the different sections, view animations and hear
audio explaining engine operations, view videos and hear audio of key
procedures, and rapidly obtain additional information about unfamiliar
concepts.

In this study, high prior knowledge subjects were members of an air force
propulsion unit responsible for the repair of F-16 jet fighter planes. They
were familiar with high-performance engine systems but unfamiliar with the
CT7-9 turboprop engine. Most had several years of college education. Low
prior knowledge subjects were university students unfamiliar with high-
performance jet engines. The low prior knowledge subjects achieved the
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same level of understanding with the hypermedia environment as high prior
knowledge subjects, a finding seldom reported in the literature on the
comprehension of conventional printed texts. This finding held for both
specific, targeted information defined in the learning task before treatment
(identifying engine components and putting them back in the correct order)
as well as for general, non-targeted information unrelated to the learning
task. It was sustained when covariate analysis controlled for the slight
differences in the amount of education between the two populations.

Thus, the results suggest that hypermedia programs, when designed
appropriately, can eliminate comprehension differences between high and
low prior knowledge readers. Low prior knowledge readers may
comprehend informationally dense structures as well as high prior
knowledge readers, probably because they can easily seek out information
in an environment that responds to their specific information needs and
because information may be presented through multiple media
representations to support learning. This result has important consequences
for the design of instructional materials, especially when these materials may
be dense and informationally rich. Such a possibility is seldom reported in
comprehension research with traditional texts. It suggests that hypermedia
may make certain information more accessible to a wider variety of readers.

The Classroom Integration Project

Each of these projects has provided useful insights about how appropriately
designed software can contribute to literacy and learning. Nevertheless, we
face an important paradox with respect to computer use in school
classrooms today: Although computer technology is becoming more widely
available, it is not becoming fully appropriated by teachers and integrated
into classroom learning experiences (cf. Anderson, 1993; Reinking &
Bridwell-Bowles, 1991; U.S. Congress, Office of Congressional Assessment,
1995). Often, a classroom computer is placed in a corner and is only
available for students after they complete assigned work. Frequently,
computer time is devoted to playing an electronic game, one unconnected
with classroom learning. Thus, an important problem is how to move
computer technology to a more important location in the curriculum where
teachers might use it to support central leaming tasks.

Undoubtedly, there are many reasons for the failure to integrate computer
technology more systematically into the curriculum. Among the reasons are
lack of resources, inadequate teacher education, and insufficient time. There
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may also be another important source of this problem: Software is often
designed by technical experts without considering the specific needs of
teachers and students (Anderson, 1993; Becker, 1993; Leu & Reinking,
1996). As a result, teachers do not always see a clear match between
available software and what they do in the classroom.

Creating software more relevant to teachers was explored in a project
wherein a team of sixth-grade teachers at an urban school were provided
with all of the programming and media assistance they required to create a
multimedia program around their classroom needs (Leu, 1996). They worked
as a collaborative team with a multimedia software developer, an
educational researcher, and over 20 graduate students to develop a
multimedia software program that integrated social studies, writing, and
literature in a year-long thematic unit on the ancient civilizations of Egypt,
Greece, and Rome. The teachers in this project made all of the content and
design decisions, which were then developed into a multimedia program by
the software developer. Revisions were continually made to early drafts
based on teachers’ feedback until the final program reflected their classroom
needs as closely as possible. Then, the nature of the design elements favored
by classroom teachers and the extent to which this software was integrated
into the classroom curriculum were examined.

Figure 6 shows a portion of the program designed by these teachers. The
time line at the top allows users to move to different historical periods. Map
icons at the bottom allow users to view one of five maps for each period:
World, Mediterranean, Egypt, Rome, and Greece. In Figure 6, for example, a
student has moved the time line to 1500 B.C. and has selected the map of
Egypt. On each map, a number of different content icons appear. Clicking
on any icon opens up the information contained there, including a graphic
or video clip as well as text information about the item.

In Figure 7 a student has clicked on an “interview” icon (a microphone)
to find out about Pericles. Here, the student may read the scrolling
information to the right or click on any interview question to the left and
view a video of Pericles’ response to the interview question. Icons include
information about important historical, cultural, and architectural concepts.
They also include myths from the different cultures and interviews with
famous individuals.

Figure 8 shows an element that teachers viewed as central to the
program, a student pack used for response and communication. In the
writing space, teachers and students write responses to an assignment.or a
message to a friend. At the top of the student pack are a series of icons. These
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Figure 6. A sample screen from the Classroom Integration Project illustrating
the three main navigation features: a time line (top), map buttons (bottom), and
content icons {(center).
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Figure 7. An example of information contained in an interview content icon.
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Figure 8. Communication features contained in the student pack.

allow students to publish their work on a bulletin board, hand in an
assignment to the teacher, read e-mail in their mailbox, send a message to
someone in the class, post a sticky note (an electronic Post-it note for others
to read) anywhere in the program, or “shoot” a picture of a video or graphic
to include with a message.

In addition to concepts central to their curriculum, teachers wanted a
number of “constructivist design features,” such as a bulletin board, student-
and teacher-generated tours through the program, a response journal, a
student-generated dictionary/glossary, an e-mail system, sticky notes, and
student-developed interviews of famous or mythical individuals. These
constructivist design features enabled students and teachers to construct and
communicate their own interpretations of the meaning within the
multimedia information structure. They could also use these features to add
information from outside sources. This differs from many other software
products that contain rich information resources that may be read or printed
out but that do not always allow students and teachers to construct their own
interpretations of the information within the electronic environment and
then communicate this information to others.

In essence, these teachers wanted their multimedia program to perform in
the same way that students used more traditional informational resources
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during regular classroom assignments. Typically, students in these classrooms
searched for information in traditional print sources, constructed their own
interpretations of the meanings they found in these sources through written
reports and projects, and then shared their work with the class. These
teachers expected software to do something similar to their on-going
classroom program in social studies. The design features teachers included in
their program allowed students to construct new meaning and communicate
this meaning to others, all within an electronic environment.

Did having a multimedia program designed to meet classroom teachers’
needs become more systematically integrated into the curriculum? This
appears to be the case. Teachers never gave required assignments in other
commercially developed software (20-30 separate titles) even when these
were the only software selections available. Typically, these programs were
used after students had completed their regular work. In contrast, teachers
assigned projects for students throughout the year in the program they
designed. Moreover, the percentage of time spent on multimedia software
related to the curriculum changed from approximately 10% before this
program entered the classroom to approximately 75% after it entered the
classroom. These results suggest that multimedia software will become more
systematically integrated into the curriculum when it meets the needs of
teachers and the nature of their instructional program. Software publishers
need to pay greater attention to teachers’ instructional needs if they expect
their programs to be tightly integrated into the classroom.

Curriculum Challenges and Opportunities on the Internet

Additional challenges await us as graphic browsers, such as Netscape
Navigator™ (a program used to access the World Wide Web), allow
classrooms to access the rich multimedia resources available on the Internet.
The Internet also creates new opportunities for teaching and learning.

A central issue is equity of access. A recent survey by the Department of
Education (Heaviside, Malitz, & Carpenter, 1996) reports that although 50%
of schools had access to the Internet in the fall of 1995 (up from 35% in
1994), this varied greatly by school. Schools with relatively few students
from poor families were twice as likely to have access to the Intemet (62%)
compared with schools with large proportions of students from poor families
(31%). If all children are to have equal opportunity to access the
informational resources of the Internet, it is clear that new public policy
initiatives must be designed to insure this.
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Another challenge we face is one of teacher education. In order to take
advantage of Internet access for classroom learning, teachers need support
and time to develop an understanding of how the Internet may be integrated
into their curriculum. This issue is an important challenge for schools of
education that are beginning to integrate Internet technology into their
preparation programs. It is also an important challenge for the 1.5 million
teachers currently teaching at the elementary and secondary levels; most will
require support and time during the next few years to become familiar with
Internet use in the classroom. ’

As we move to integrate these resources into classroom learning it seems
clear that strategic knowledge will become even more central to success in
electronic environments than in traditional print environments (Leu &
Reinking, 1996). Knowing how to navigate through the complex and
informationally rich environments possible in electronic contexts requires us
to consider new forms of strategic knowledge and to support students as they
acquire this knowledge. Knowing how to find the best information in the
shortest time will quickly advantage certain students over others who have
not developed these skills. We must seek to understand the new forms of
strategic knowledge required in electronic literacy contexts as we seek ways
to support students in developing this knowledge.

Initially, we might be guided in this effort by encouraging students to
support one another as they develop these strategies. That is, multimedia
environments, because they are both powerful and complex, often require
us to communicate with others in order to make meaning from them. Thus,
learning is frequently constructed through social interactions in these
contexts (Baker, 1995; Labbo, 1996; Levu, in press), perhaps even more
naturally and frequently than in traditional print environments.

The Internet also challenges us to work with parents and students to
develop appropriate use policies as we seek to maximize the appropriate use
of information available on the Internet and to minimize use of inappropriate
sites. Indeed, communities will need to develop mechanisms for
determining what is considered inappropriate viewing for students at
different developmental levels. Software filters such as Cyber Patrol,
SurfWatch, or CYBERSitter, informational sessions for students, and
appropriate use contracts may all be part of a community’s response. The
issue of information use is a delicate one, however. This is especially true in
a society that values free speech at the same time it seeks to protect children.

Each of these challenges, as well as others not yet imagined, requires us to
rethink traditional notions of literacy and learning as the Internet becomes a
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more central feature in classroom learning. Following is a list of addresses and
descriptions of several sites we have found useful on the World Wide Web.

EdWeb—http://edweb.cnidr.org:90/resource.cntnts.html

If you are unfamiliar with the World Wide Web of the Internet, this is
a good place to begin. It contains useful background information to assist
you as you start exploring resources on the web.

Global SchoolNet Foundation—http;/www.gsn.org

This non-profit foundation with a long history of supporting teachers
has developed a rich set of resources for students and teachers. At this
location there are many learning projects for your class to join as well
as ideas for integrating the World Wide Web into your classroom. You
may also talk with other teachers in a discussion group. This is a great
site to explore the possibilities of the web for your classroom.

Frequently Asked Questions About Acceptable Use Policies—
ftp/fitp.classroom.net/wentworth/ClassroomConnect/aup-faq.txt

This location, sponsored by Classroom Connect, provides a useful dis-
cussion of what acceptable use policies are, why they are important,
and how to go about developing one for your school. A sample accept-
able use policy is provided so that you can copy and edit it for your
school’s use.

AskERIC Virtual Library—http:/ericir.syr.edu

This is the web site for the Educational Resources Information Center,
a federally funded national information system. The site contains many
useful resources for teachers, including lesson plans and a location
where you may ask questions about teaching and receive a personal-
ized answer back within 48 hours. A rich site with many useful resources
for teaching.

Teachers Helping Teachers—http://www.pacificnet.net/~mandel

A location developed by a teacher in California to put teachers in touch
with one another. It features a chat area where teachers may talk to one
another about common issues, lesson plans, instructional ideas, and a
“Stress Reduction Moment of the Week.” An especially useful location
is a bulletin board with e-mail addresses of teachers around the world
who are interested in sharing ideas.
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Conclusions and Summary

We have shared some of our experiences with technology in order to
describe the challenges multimedia, hypermedia, and the Internet present for
literacy educators. Challenges face us in developing new definitions of
literacy, in effectively exploiting the potential of electronic resources, and in
understanding the information and communication technologies that are
available to our students.

Clearly, we are entering a period where traditional definitions of literacy
will need to be evaluated for their appropriateness within electronic
environments (Reinking, 1995a). Recent work by Baker (1995) and Labbo
(1996) raises important questions about traditional definitions of literacy.
Baker found that literacy changes in a number of important ways in
technology-rich classrooms. Students exchanged meaning through spatial
images and auditory products as well as with text. Moreover, students
frequently constructed meaning socially through technology. In addition,
nonlinear information interactions often took place. In her work, Labbo
found technology to redefine the symbols that children generated. Both
scholars call for expanded definitions of literacy and literacy development—
definitions that include the effects of multimedia on teaching and learning.

There are also challenges associated with the non-linear nature of
hypermedia. Hypermedia allows readers to move through documents in
multiple dimensions as they seek information. They may cut and paste
information into their own writing and they may explore in greater depth or
skim as they determine the optimal path through any information structure.
This raises challenges not only in terms of copyright issues (see Reinking,
1995b), but also in terms of our understanding of text construction and
revision. Rouet and Levonen (1996), Dillon (1996), and others have pointed
out that the linear structure of text provides support for readers and writers
and that this might be lost when we move to a hypermedia environment. On
the other hand, some of our work suggests that hypermedia, designed
appropriately, supports readers, especially those who lack prior knowledge
about a topic. In the rich and nearly limitless informational resources
available on the Internet, however, users may find themselves seduced by
interesting information that leads them far afield from their original purpose
(Birkerts, 1995). This suggests there will be an even greater need in the future
for students to glean the relevant from the irrelevant and to synthesize central
knowledge across sources (Leu, in press).
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Finally, there are issues that deal with teachers’ roles and actions in the
teaching and learning of literacy. Although multimedia technologies and the
Internet provide access to rich information resources, they also require that
teachers become more knowledgeable in their roles as guides and
facilitators of learning. Teachers will need to become even more insightful
about literacy learning in order to evaluate the software that is becoming
available and to understand how this software might support literacy
instruction. Most importantly, they need to seek out software experiences
consistent with their best insights about learning and incorporate these into
their curriculum.

Whenever a new tool arrives it becomes important to use it wisely and
appropriately for the task at hand. This requires a clear understanding of both
the tool and the task. This may be the greatest challenge we all face as we
seek to understand both the many new electronic tools becoming available
for literacy and the ways in which these tools redefine literacy tasks. Our
answers will largely determine the success our students experience during
the information age in which they live.
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Joyce MacPhee, and Jennifer Hester

Technology holds the tantalizing promise of tools for learning and easy
access to a vast treasury of information from around the world. The
Internet—the so-called electronic superhighway—CD-ROM technology, and
a growing abundance of software packages offer challenging new ways for
students to practice and extend their literacy. The horizons of previous
generations of elementary students were limited to the resources available in
their local schools or libraries. Now they can zip off to the Smithsonian or
the Louvre for a quick visit, ask a question of their favorite author, read a
story written yesterday by a fourth grader who lives on the other side of the
world, listen to a book with animated pictures, and still have time for buddy
reading or recess. It sounds wonderful—and it is—but there is a catch. There
is so much electronic information, and it is growing so fast that it becomes
overwhelming. Teachers and students can waste a lot of time fumbling
among the wealth of technology; it's enough to make you throw up your
hands and go read a good old-fashioned book! To help busy teachers make
some sense of this, we waded through a plethora of material and reviewed a
representative sample of language arts—related software and web sites for this
month’s column.

Resource Books

As a resource for children, Preston Gralla’s book On-line Kids: A Young
Surfer’s Guide to Cyberspace (John Wiley and Sons, 1996, 282 pages,
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$14.95) offers a thorough overview of Internet basics. This book is a good
resource for the classroom or home. The author translates “techie” talk into
user-friendly language for children from third grade through middle school.
Included are clear definitions of terms from CD-ROM to Yahoo, explanations
about bulletin boards, downloading, netiquette, the World Wide Web, and
e-mail. There is also an abundance of addresses to visit on the Internet.
Gralla considered his audience well as he includes “usefulness” and
“coolness” indices (on a 1 to 10 scale) for site summaries, although these
reviews do not necessarily consider the instructional value of the material.

Using this book as a guide, young surfers have many opportunities to read
and develop technology referencing skills. Gralla suggests ways of choosing
on-line services and reviews on-line and software resource materials,
including encyclopedias and dictionaries. Instructions on creating a home
page are spelled out. Web sites of interest to kids are highlighted including
the Michael Jordan home page, the Louvre tour, the Ultimate Band list with
videos and music clips, and so on. Of particular interest to teachers of
language arts is Chapter 13, “Writing and Reading.” On-line writing and
publishing and booktalk sites, as well as many other language arts addresses,
are reviewed.

Gralla’s book makes the young person’s trip into Cyberspace a more
comfortable journey. Each time we picked up the book, we found something
new to learn or try out. The only negative is its non-technological format;
information in this field changes so rapidly that this hardcopy is likely to
become obsolete quickly.

Grade: A

Computer Conversations: Readers and Books Online (National Council of
Teachers of English, 1996, 194 pages, $16.95) is a resource for teachers,
grades three and up, who wish to use technology in the classroom and aren't
sure how to begin. The authors, Marilyn Jody and Marianne Saccardi,
consider their work to be a travel guide into computer literacy and
“. .. believe, in fact, that computers can become a powerful force, one as
powerful as books themselves became with the advent of printing, in
creating the universally literate community of our dreams” (p. xvii). The first
chapter describes the BookRead Project of the early 1990s. The authors
summarize the use of technology in the classroom to promote reading and
writing. E-mail conversations about books among students and between
students and authors (e.g., Gary Paulsen and Jean Craighead George) take
place, increasing the motivation of reluctant readers because of the
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opportunity to have discussions about the books. The next five chapters
show almost step-by-step how teachers can incorporate technology in their
reading and writing activities. Nothing is assumed about the initial expertise
of the readers of this work. The authors explain everything from choosing an
author and organizing the classroom to equipment, funding, staff
development, and administrative support. Electronic books, hypertext and
digital texts, and on-line activities are surveyed. Some web sites are
recommended.

Nearly half the book is appendices. “Author Chats on BookRead” is an
excerpt of computer conversations with three authors. “Reader-Response
Workshop” gives examples of students’ computer conversations about a
short story. “Computers in the Language Arts Curriculum” has a useful chart
from the North Carolina Department of Public Instruction showing how
technology is part of their literacy curriculum. In “Student Research,” the
authors have included three essays written from student perspectives on the
basics of adding technology to the classroom, descriptions of hypertext and
hyperfiction, and an explanation of the electronic discussion group “Lit List.”
Recommended organizations and guides that could assist the teacher are
listed, as is a bibliography with annotated lists of children’s literature,
professional materials, and guides and resources for using the computer in
the classroom.

Teachers who wish to use technology as an instructional tool will find this
book to be a practical guide. The examples are clear, engaging, and relevant.
Suggestions are profuse. Jody and Saccardi have attempted to reach teachers
at many levels of computer literacy, which means that the book was written
neither for novices nor the technologically proficient. One computer-savvy
reviewer had difficulty maintaining interest in the book and novices may
have trouble understanding some of the terminology and descriptions.
Overall, however, the authors give educators a reasonably handy guide for
making technology an integral component of the reading and writing
classroom.

Grade: B

While Computer Conversations entered quickly into how to use
telecommunications in the classroom, Technology, Reading, and Language
Arts by Jerry W. Willis, Elizabeth C. Stephens, and Kathryn 1. Matthew (Allyn
and Bacon, 1996, 256 pages, $25.00) offers a unique combination of
information and application. The book links technology to the classroom in
an interesting and readable way, but it may not be for everyone. Reviewers
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disagreed on how teachers would respond to the book because the
beginning chapters discuss the conceptual foundation of learning theories,
their impact on classroom instruction, and specifically, the use of technology
in the classroom. One reviewer thought that busy teachers might not
persevere through the initial approach before getting to the “good stuff.” This
reviewer, however, felt the introductory “discussions” between a particular
teacher and noted educational psychologists like Piaget and Vygotsky helped
emphasize the importance of understanding your own theory of learning
and how it impacts what goes on in the classroom as interesting, relevant,
and readable.

The text flows easily from theory to example to technological impact in
the classroom. Many classroom situations are described with practical
applications of how technology can be incorporated into literacy activities.
The stated purpose of the book is to inspire teachers and to relate learning
theories to practice. It is neither a “how to” book nor a book that believes
that technology is the only way to do things. As such, the title seems to limit
the scope of the book.

Learning theories from the cognitive constructivist approach and the
social constructivist and skill-based instruction perspectives are presented
with accuracy and application. There are chapters dedicated to discussing
technological tools for teachers, electronic resources, publications,
organizations, and microteaching. Lists of software suggestions, reference
addresses, and current books are also included. Numerous graphics show
pages from cited software programs as well as computer dialogue between
students. Each chapter concludes with a list of references and software
citations but may not give a current source, stating that programs are sold
“primarily through mail order distributors and retail stores.” Perhaps a main
phone number of the distributing company would have eased locating the
software of particular programs.

Overall, however, Technology, Reading, and Language Arts offers a
comprehensive approach to combining technology and literacy from the
perspective of an informed educator.

Grade: B+

Classroom Connect (Wentworth Worldwide Media, 1996, $39.00 for one
year) is a valuable resource for teachers who may be overwhelmed by the
amount of information in cyberspace. The magazine is published nine times
a year, and each issue contains lists of educational web sites (grades K-12), a
helpful glossary, and features dealing with lesson plans, media centers, -
websites of the month, and other useful information. Although Classroom



Integrating Technology in the Classroom 49

Connect’s pink and gray print and illustrations are not visually pleasing, it
succinctly presents information about the Internet. An issue may contain
handouts, such as an explanation of the Internet for parents, or an Internet
Challenge activity for students. A useful item throughout the magazine is the
“Helpdesk,” a diamond-shaped symbol next to words in the text that directs
the reader to a definition of the words at the bottom of the page.

Even for newcomers to the information age, the magazine is easy to use
and understand, offering brief and clear explanations and suggestions for
integrating the Internet’s resources with the classroom. The table of contents
at the back is divided by subject area, topic, or applicable grade level. At
least three entries for language arts appeared in each of the 20-page issues
we reviewed. One reviewer liked the periodical format because it helps
teachers to stay current. The magazine offers a snapshot of up-to-date
Internet information and sites. It is three-hole punched for placement in
binders and has an annual index; both features make it easy to review
specific sections in issues.

The only drawback to the magazine is having to look past the full-page
color ads for other offerings of the publisher. However, since these are
printed on separate pages, they can be removed relatively easily. Although
most of the information in this periodical may be more beneficial for
intermediate level or above, primary teachers will find it both helpful and
time-saving as they surf the net. We found it to be extremely valuable.

Grade: A

Scholastic’s Software Club is a resource for teachers who want to
encourage students to use educational software at home or who are looking
for classroom-appropriate software for their own use. Scholastic has
capitalized on the ubiquitous computer market by offering two software
clubs: “Software Club Jr” for pre-kindergarten through third grades and
“Software Club” for third through eighth grades. Clubs are similar to the
popular, and probably more widely known, Scholastic Book Clubs (Seesaw,
Lucky, Arrow, etc.). Software can be selected from over a dozen publishers,
with programs in math, reading, writing, basic concepts, problem solving,
art, and music. The titles represent bestsellers and award winners chosen by
a review board of educators from all over the United States. Like the book
clubs, there is a summary for each item that suggests an appropriate age
level, and there are discounted prices. The summaries indicate the type of
computer (Macintosh, IBM) that can run the program and basic memory and
hardware requirements. There is a toll-free number and operators available
to answer teacher questions and a liberal return policy to guarantee
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customer satisfaction. The clubs have become so popular since their
inception five years ago that Scholastic has established separate phone lines
to take orders and answer questions.

As with the book clubs, teachers obtain bonus points for every item
ordered. Points may be redeemed for products including computers,
software, classroom equipment, and books. Although software prices begin
at an enticing $4.95, teachers need to decide if the prices are affordable for
their students. Of course, with more families owning computers, this club
offers a relatively inexpensive and easy way of obtaining software.

Grade: A

Instructional Software

Increasingly, we hear the insistent cries of “back to basics,” and in reading
this often means teaching phonics. We reviewed four programs that purport
to teach phonics including Learning Ladder Phonics Adventure with Sing-
Along Sam, Wiggleworks, ‘Tronic Phonics, and Word Munchers Deluxe.

Learning Ladder Phonics Adventure with Sing-Along Sam (Panasonic
Interactive Media Company, 1996, $39.99) is an interactive software
program for the primary grades. Using songs, the program takes students
through 12 lessons at three levels. The lessons include letters and sounds,
consonants, vowels, blends, digraphs, and sight words in isolation and
context. The program does not direct players on how to access it. Although
we were using a high-speed computer, the music and speech were slow, and
the first character’s whiny voice was annoying. Some of the graphics may be
unfamiliar (igloo, ostrich) or ambiguous (the cab could be a truck) to
children. The vowel song is neither catchy nor thythmic. For the most part,
words are introduced in isolation, appearing only in context at the highest
level. A word identification game promoted violence by showing pirates
blasting cannons, complete with the sound of gunfire and a bird yelling,
“You missed me!” and “I'm going to get you.” This is not exactly the best
message for young children. Students are kicked out of the game after one
wrong answer, a feature that is too stringent. The program’s basic idea seems
to be “to learn to read, just sing.” If only it were that easy. Although the
reviewers do not recommend this product, the children who we asked to
sample it enjoyed the music and games.

Grade: D

Wiggleworks (Scholastic, 1994, $1750) is an interactive software program
designed for grades K-2 and is available on CD-ROM or floppy disc for
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Macintosh or Microsoft Windows. The program offers 72 children’s books
divided into three developmental stages and is available in English or
Spanish. The book selections are both fiction and nonfiction and contain
predictable patterns, rhymes, and themes that reflect children’s lives. For
each book, there are five instructional activities that encompass reading,
writing, speaking, and listening. In the Read Aloud section, children listen to
a story with the words presented on the screen for them to follow along. In
the Read section, they can read the book at their own pace, clicking on
unknown words for the narrator to read for them. Students and teachers
appreciated the recording feature that allows users to record and listen to
themselves read for immediate reinforcement. Words of interest can be
stored on a word list for future review.

In the Write section, students write their own stories and draw pictures. If
they need assistance, students can click on a light bulb icon and a story
starter idea based on the reading selection will be provided. A computer
voice reads back the child’s story. In the My Book section, children
customize any book in the program by changing the text and illustrations.
They become the author, illustrator, editor, and publisher of their own story.
The Magnet Board or phonics section of the program provides practice in
working with letters and sounds. Unlike a worksheet,.the computer
reinforces these sounds by reading them to the child. The teacher or student
decides what to review in this program, unlike in the other programs that we
reviewed. :

Wiggleworks offers a management system enabling the teacher to keep
track of each student’s progress. Teachers can also record messages for
students telling them what to focus on during that day’s lesson. The program
offers lesson plans for each book including objectives, ESL notes, assessment
ideas, and activities for integration within the curriculum.

Students liked the program and found it easy to use, but as one
kindergarten teacher told us, “There are only a few books [in the program]
that the children enjoy. Some of the books just aren’t that interesting.” Other
teachers, however, liked the program and said that they used it as a tool to
reinforce their teaching. A second-grade teacher said that she likes that the
computer can read and emphasize the words for struggling students. She
also appreciates how the program reinforces mechanics, sight vocabulary,
and fluent reading, something an audio tape cannot do. For all of its positive
features, the entire Wiggleworks program is an expensive $1750, although
literature packets can be purchased separately.

Grade: A
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“Tronic Phonics (Macmillan/McGraw-Hill, 1997, the cost is
approximately $400 for a class pack of eight disks and 55 books. Additional
disks can be purchased separately and range from $49.00 to $59.00.) is a
software program that offers interactive phonics practice in English or
Spanish for first and second graders. Each disk includes 3 to 5 stories and
emphasizes 6 to 10 rimes or phonograms (/at/, /ar, /ip/, etc.). The program is
user-friendly and includes a directory of activities featuring Spot the Spider,
who helps students use the program. Each lesson contains reading, phonics,
and writing activities. In the reading section the children hear a story with
sound effects and music. Slower reading with word highlighting is available
to help the lowest readers to follow along. When words with the targeted
phonogram are clicked, sound effects and word pronunciations are given,
and these words are reviewed at the end of the story. Phonics activities
emphasize listening, decoding, blending, and writing to focus on the
featured rime. The program gives immediate feedback to student responses.
At the end of a lesson, children are encouraged to rewrite the story or to
write and illustrate their own stories.

We reviewed a sample program from this set that emphasized the
phonograms /ay/ and /old/ and the stories, Molly May and Old Jack Fold. The
books were bright and attractively illustrated, but the stories were contrived.
What else would be expected when a book is written to present specific
word patterns rather than to tell a story? “Tronic Phonics includes a
management system for keeping track of students’ progress and parent goals
for home use.

“Tronic Phonics reminded us of Wiggleworks (Scholastic) and Phonics
Adventure with Sing-Along Sam (Panasonic). The program, like Wiggleworks,
contains reading and writing along with the skills material. Both programs
contain a recording system, too, although Wiggleworks is more extensive.
"Tronic Phonics seems more appropriate for the teacher interested in
providing analytic phonics practice in context, while Wiggleworks is for the
holistic teacher who wants to combine authentic text, writing, and word
study. Phonics Adventure with Sing-Along Sam uses a more synthetic
approach, teaching each sound separately, and its presentation of words is
out of context.

Grade: B

Word Munchers Deluxe (MECC, 1996, $69.00 for one CD. Prices vary for
packages with teacher’s manual and multiple CDs.) is an entertaining
software program that makes practicing word recognition skills fun for
students, yet it contains some confusing elements. The feedback that we
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received from teachers about this program varied depending on grade level.
Although the program is intended for use in the first through fifth grades, it
seems better suited for grades three and up. Upon entering the program, the
user is given a list of topics and grade levels to choose from. These topics
include classification, phonics, vocabulary, grammar, and sentence
completion. For younger students, this opening screen is overwhelming and
hard to use. Many first graders were unable to read the choices and needed
teacher assistance to continue with the program. Although many attempted
to have the choices read to them by clicking on the words, they quickly
found out that this wasn't a feature of the program.

On the other hand, older students enjoyed selecting the skill and level of
the program that was right for them. Once inside the game, the player uses a
“muncher” to move around a three-dimensional game board and devour the
shapes or words that match the targeted skill. Each game screen contains a
scoreboard, game level, pause and play button, extra munchers, and two
cute commentators. The commentators tell the player what skill is being
targeted and briefly describe the game’s rules. Students at all levels enjoyed
the actual game but were confused by some of the choices. For example, in
one phonics section, the player must munch all of the words that begin with
b. If a child clicks on the picture of a football, thinking of the word ball, he is
wrong. Instead of giving assistance or clarification for an incorrect answer,
the muncher simply says “ick.” As one child told us, “It’s like a fun video
game, but | think they should help you when you get it wrong.”

Word Munchers Deluxe comes with supplementary activities that include
writing ideas and word games. Some of the classroom ideas are helpful and
could easily be used to extend the lessons. For students in third through fifth
grades, Word Munchers Deluxe provides a lively and enjoyable way to
independently review basic word recognition skills, although such learning
issues are often resolved by these grade levels making this a less useful
program. For younger children, Word Munchers Deluxe could be a
beneficial way to practice with words, but they will need teacher assistance
and guidance until they become familiar with the program.

Grade: C (1st & 2nd grades)

Grade: B (3rd-5th grades)

Interactive Literature on CD-ROM

Software publishers now offer a variety of interactive literature on CD-ROM.
We reviewed three programs of this type: Multimedia Literature, Magic Tales,
and Living Books.
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Multimedia Literature (Macmillan/McGraw-Hill, 1995, cost varies from
$100 for individual titles to $1800 for the school pack.) is a wonderful
interactive program in English and Spanish that uses video, photography,
audio, and sound effects to support students in grades three to six. The
program is available in Macintosh and Windows versions, and it contains 24
modules that include six literature selections—fiction and nonfiction—for
each grade level. The titles are the same as those in the publisher’s reading
series. The story modules can be purchased individually, in a class pack-
variety pack, or as a school pack including all grade level titles. The teacher’s
guide offers suggested times for each activity, ideas for integration with the
curriculum, additional resources, and activities for family involvement.
Student activities emphasize the development of background knowledge
and the reinforcement of key reading strategies and study skills.

We reviewed a fourth-grade nonfiction selection, “Do Not Disturb” and
found it user-friendly, age appropriate, and academically oriented. The CD
contained a multitude of activities involving reading, writing, note-taking,
categorizing, fact versus opinion, encyclopedia and index use, and research.
The activities are interactive, involving the student in decision-making, with
immediate feedback. The program doesn’t take students through entire books
but highlights the first chapter to get them going. Students are encouraged to
take the book from the library to finish it. The included chapter can be read
to the student or it can be read independently. Key words are underlined and
when clicked a definition appears. Management and assessment systems are
included. Multimedia Literature would be an excellent addition to any
classroom’s software library.

Grade: A

Davidson Publishers offers “interactive storybooks” for primary level
children. The series, Magic Tales, includes the Russian folktale Baba Yaga, the
African folktale Imo and the King, and the Asian story The Little Samurai
(Davidson, 1995, $79.95 for the collection). Each kit includes a paperback
storybook and CD for Macintosh or Windows 3.1 or 95. The material is
geared more for general use than for classroom activity, but some teachers
might want to incorporate it as a part of their classroom libraries, especially
as additions to the multicultural selections. The publisher has also released a
collection of Irish, Native American, and ltalian folktales.

Grandpa Mouse narrates each story in an engaging manner, complete
with folk music. Each page appears on the monitor, and the words light up,
one at a time, as they are spoken. The dialogue often does not appear as text
but is voiced by the characters as they are momentarily animated. The user
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may click on a word to have it repeated aloud. A child may also click on
items in the illustrations to have them “come alive.” The graphic animations
move, speak, sing, or dance. There are no clear directions as to whether the
sound can be turned off so children can read aloud alone, nor is it obvious
where to click for animation. Although the story itself does not have a
humorous tone, these added “interactions” often are. The animations are
interesting; click on an open window and a goat reaches in and eats
something off the table, or click on a cat and it jumps atop a fireplace ledge.
Unfortunately, these actions have little to do with the context of the story.
Another drawback is that the paperback story has different words and
sentences than those that appear on the CD; for kids just figuring out the
nature of text, this could be perplexing.

We had some first and second graders review Imo and the King and Baba
Yaga. The students enjoyed the entertaining stories twice, once while
Grandpa Mouse read the story to them and again while playing with the
graphics. Although they liked the colorful and detailed illustrations, they
were disappointed that the illustrations had only one action. An occasional
question such as “I didn’t know foxes lived in Africa?” arose about the
stories. However, in The Little Samurai, details of the Japanese culture are
highly stereotyped and images are inaccurately portrayed. For example, the
characters wear their kimonos backwards. In the words of a children’s
literature expert, “No one in Japan would recognize these characters as
being Japanese.” Although the storybooks help children to develop word
identification strategies and knowledge of text features, $80 would be better
spent on materials that teach these skills through rich multicultural
experiences.

Grade: C

Living Books CD-ROM is another collection of quality literature
accompanied by clever sounds and eye-catching graphics that would be a
welcome addition to any primary classroom. This program lets students
select well-known books from a library, including Jack Prelutsky’s New Kid
on the Block and Mercer Mayer’s Little Monster Goes to School. Most books
are available in English and Spanish, and a few in Japanese. At the beginning
of the program, a friendly bird prompts the user to select a book and offers
clear and helpful directions. Once inside the story, the text is highlighted as
each page is narrated by children’s voices. The highlighted text is especially
helpful to beginning readers. The child narrators add a delightful touch to the
stories. After the text is read, students can “play” with the engaging graphics
by moving the cursor to a particular image. Each image reacts to a mouse
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click with an animation or short song. The text can be examined in the same
way; when a word is clicked, it is read aloud to the student and, sometimes,
a graphic definition is provided. We could find no research on the
effectiveness of this feature, but it seems like it could help students learn new
words. This feature was not available in the Davidson Magic Tales series.

Although its primary purpose is to expose students to quality literature in
an enjoyable and entertaining manner, Living Books also provides classroom
teachers, parents, and reading specialists helpful teaching opportunities.
Teachers can use these CD-ROMs as springboards for author studies,
creative writing projects, partner reading, and drama activities. The program
includes—for an additional charge—teacher support materials, “The Living
Books Framework.” Each framework includes, along with other resources,
classroom activities that focus on reading, writing, math, language arts, and
science. |

We had ten students try out the Living Books, and all voiced positive
opinions of the material. For example, one child told us, “They had nice
pictures and the animals’ voices were funny. | hope I can read it again.”
Ancther responded, “The sounds and clicking are great! | really liked the
stories.” They even focused on some of the instructional benefits, “It’s good
because if a kid didn’t understand a word, they could click it and they'd say
it back to you.”

If you want to turn your students on to quality literature electronically,
Living Books would be a worthwhile and useful part of your classroom CD-
ROM library.

Grade: A-

Assessing Reading Comprehension on CD-ROM

That’s a Fact, Jack! (TFJ) (Follett, 1996, $750 for game engine, 25 games [5
games/disc], and User’s Manual. Additional title discs are $39.95 each.) is an
interactive, multimedia CD-ROM program available for students in fourth
through tenth grades. Students are certain to be motivated by this
computerized reading game show in which they compete with their
classmates to answer comprehension questions about popular children’s and
young adult books. The game is designed for single or multiple players and
the catch is: You must read the book before playing. To run the program, you
need a Macintosh computer System 7.0 or greater with at least an 040
processor, a double CD-ROM drive, 2.8 megabytes of available RAM, 30
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megabytes of free hard disk space, and a monitor capable of displaying at
least 256 colors.

An outstanding feature of TF/ is the interactive graphics. At the beginning
of the program, the realistic Learn Television Studio appears awashed in
fluorescent lights and accompanied by a catchy tune. Seconds later, a
security dial tone is heard and students are at the studio’s door awaiting
entrance. Life-like voices invite them to sign in and select the book of play.
Once inside the studio, the students are greeted by TFJ’s host, Jack Patterson,
whose facial expressions and body movements are so natural that it seems
impossible for them to be computer-generated.

Although TFJ captures students’ attention and inspires them to read,
which is extremely important, the quality of the comprehension questions,
the length of time needed to play, and Jack Patterson’s attitude are
problematic. Comprehension questions developed by anyone other than
those familiar with the particular classroom are always suspect, and those
asked by TF/ are no exception. Students respond to five different types of
questions—literal, inferential, hypothetical, dialog, and writing—in fill-in-
the-blank or multiple choice format. The literal and inferential questions are
self-explanatory, asking students to recall text explicit information and to
demonstrate an understanding of text implicit information, respectively. The
writing questions, perhaps more appropriately named questions about
literary terms, present a situation from the text and ask students to identify
the appropriate literary device. For example, the following question asks
students to identify the climax in A Wrinkle in Time: “What's the literal name
for the scene where Meg rescues Charlie Wallace?”

In general, we felt that literal, inferential, and writing questions were
appropriate and relevant to the content of the books. However, teachers may
want to edit some of the dialog and hypothetical questions out of the game.
Hypothetical questions “require students to make comparisons, and find
relationships among facts and ideas and draw conclusions on their own”
(TF) manual, p. 114). Many of these questions are irrelevant to the
development of characters and story elements. They ask the reader to
explore insignificant information unworthy of critical thinking. For example,
on the Bridge to Terabithia disc, this hypothetical question is asked about
Jess’ keen interest in art:

“If he had more encouragement, what college would Jess try to get
into?”

1. Lark Automobile Institute
2. The Lark Academy of Music
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3. Lark College of Japanese
4. The Lark Art Institute

Although Jess's artistic talent is an integral part of his personality, he is
only a fifth grader and speculating about his college preference does not ask
the reader to think critically about his behaviors in relation to events in the
story.

The dialog questions are challenging. Usually, a quote is given, and the
students identify the speaker. The quotes relate to major themes and critical
points in the plot; however, the dialog questions would be more valuable if
they focused on the meaning of the quotes and not who said them.

Jack Patterson will most likely appeal to students but not to teachers. His
responses are funny and quick but, unfortunately, tactless and obnoxious.
Patterson responds whenever a player or group of players answers questions,
providing some encouragement such as “If at first you don’t succeed, you
shall try again”; “That's like the totally right answer dude”; and “Feeling
good? Well, start thinking about this next one.” However, many of his
responses to incorrect answers are inappropriate and derogatory as in the
following examples: “Are you wrong! Huh!”; “Do the words no points mean
anything to you?”; “You got it wrong, but look on the bright side. Well
actually it is a little cloudy”; “Well, obviously you're a little confused” (The
correct answer was confused.). Also, Jack’s comments are sometimes
followed by a belch. The prospect of 30 students adopting Jack Patterson’s
attitude is quite frightening.

Depending on the number of students and the time taken to answer the
questions, it takes 25 to 45 minutes to play one complete round. Follett
offers several ways to shorten playing time such as randomizing the
questions. With this option, multiple choice questions are not read aloud
and appear in a different order every time the game is played. Questions can
also be edited from the game to save time. Unfortunately, both of these
options eliminate questions. Randomizing questions omits challenging fill-
in-the-blank questions, and obviously, editing questions decreases the
number and types of questions that students will encounter.

As we mentioned in the beginning, TF/ has kid-appeal; it will motivate
students to read. However, teachers are capable of developing effective
instruction that motivates students to read quality literature without adding
more than $700 to the budget.

Grade: C
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The Internet: World Wide Web Sites

We spent several days navigating the Internet and felt that we barely scraped
the surface. There is an unbelievable wealth of information that is easily
attainable to anyone with access. Unlike the static books and software
packages we have already discussed, Internet sites change day to day and
are linked in such complicated ways that we were uncertain how to review
them in a useful manner. An Internet site usually includes a specific
collection of information or activities, but it also might provide hyperlinks to
other sites. For example, if books were formatted in the same way, when you
tumed to the reference list you wouldn'’t only get information about how to
locate the specific reference, but the reference would actually be there. This
overabundance of information can lead to complications. What do you
count as being part of a site? How far do you follow the chain?

We decided the best way to review some sites would be to let teachers
eavesdrop on our conversations as we cruised the net. What follows is a
discussion of three of the language arts sites we visited.

UBS for Kids Online (http://www.ubs-for-kids.comy)

Sherry: This site, the University Book Store, is an actual
store in Madison, Wisconsin, complete with store
hours. I like the look of the homepage. It's easy to
use and has a lot of different titles to view.

Kathleen:  The Online Book Club looks interesting. Every
month a new book is selected for the children to
read. The students can order the book on-line
through the University Book Store and receive it
in the mail.

Linda: That's the commercial part of this site, although
the staff does mention that the students can also
find the book on their own.

Joyce: The paragraph about the author is okay, but |
especially like that his e-mail address is listed so
the student can ask him questions and receive
answers.

Linda: The book contest is an interesting idea, too.
Teachers can use it in their classroom by entering
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Joyce:

Sherry:

Linda:

Kathleen:

Joyce:

Kathleen:

Sherry:

Linda:

Sherry:

Joyce:

their students’ written or artistic responses to the
book of the month. If a student’s work wins, it’s
published on this site for the world to see.

This really validates a student’s opinion about a
book.

Another way students can use this site to engage
in authentic literacy events is to submit their own
reviews of favorite contemporary books. If their
review is accepted for publication, they get a
10% discount on any item in the UBS.

Again, that’s the commercial part of this site.

But look at the review of Dr. Seuss’s Wacky
Wednesday. It's by a 4-year-old. That's great that
these children are writing at such an early age.
The graphics are outstanding.

I like the selection of books reviewed, including
Tuck Everlasting, The Devil’s Arithmetic, and The
Giver, to name only a few. Books for all age
levels are included, too.

Teachers could download the reviews
appropriate for their grade level and hang them
on a bulletin board as teasers to encourage
reading.

The review style could be used by the students
when writing their own reviews.

The Kids’ Creations section of this site
encourages children to send in their written and
artistic creations for publication. Teachers could
have their students submit their work as the final
step in the writing process.

This site seems a lot less overwhelming than
some of the others we have seen.

I like that students can focus on one aspect of the
site and not feel that they should be in another
area. As a principal of a small private school, |

like that students can interact with other students -
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Linda:

Kathleen:

Sherry:

Grade: A

when they use this site, expanding their horizons
and allowing them to communicate with
children from around the world.

But students in a large school would also benefit
from this site. Sometimes these students feel lost
in the crowd because they don't always have a
chance to share their ideas. This site gives them
the chance to express their views, and if they
have an e-mail address, they may receive
responses from all over the world.

I really like this site because it shows the students
that reading is important everywhere.

One more link worth mentioning on this Web site
is the virtual tours you can take on-line. You can
view the White House, Museum of American Art,
and the Rock and Roll Hall of Fame, to name just
a few. The site is great for students researching
information for social studies or art reports.

KidPub (http://en-garde.com/ kidpub/intro.html)

Joyce:

Sherry:

Joyce:

Kathleen:

Using the Internet and various Web sites offers
numerous possibilities for the classroom teacher,
and KidPub presents one of the most
comprehensive sites.

KidPub was created by a parent so his 9-year-old
daughter would have an outlet for her creativity,
a place where she could share her work with
other people.

That really fits into the idea of authentic writing
and writing for a purpose. KidPub supports the
idea of making children’s writing real to them.

What began as a personal quest to validate a
child’s writing has turned into a network for
children from around the world to share their
creativity.
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Linda:

Sherry:

Joyce:

Kathleen:

Joyce:

Linda:

Sherry:

Linda:

Kathleen:

Sherry:

Kathleen:

Do you see all the countries represented?
Sweden, Malaysia, Japan, Australia, New
Zealand, and, of course, many states in the U.S.

| like that each story lists how many times it has
been read. Like this one has been read 33 times.

It is like an extension of children’s Writer’s
Workshop, but it gives children an opportunity to
“talk” with other people about what they wrote.
It fits perfectly with an ongoing classroom
activity.

Here is a poetry collection, so it accepts stories
and poetry from children.

Look, each child has the option of listing his or
her own personal Web site so other children can
respond to the story or poem written.

I’'m wondering, does it have any kind of
screening? Or does everything that comes in
have an automatic audience?

The introductory information states that the
originator doesn’t normally edit stories, but only
occasionally makes a few spelling or punctuation
corrections.

I’'m sort of concerned about the safety factor or
inappropriate stories getting on the Web.

[ agree, but there does not seem to be anything
here that is at all suspect. But still  am
concerned. With the amount of

e-mail being sent, | wonder how the homepage
manager can keep up.

Oh look, here at the end of this section, it states:
“Inappropriate paragraphs will be deleted
without notice.” | guess that's our answer.

I like this section called KidPub Collaboration
where a kid can read a story and add a
paragraph. That would be great for a school
where one class starts a story and it is added onto
by other classes in the school and then shared.

AN
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Joyce:

Linda:

Kathleen:

Sherry:

Joyce:

Sherry:

Kathleen:

Linda:

Joyce:

Sherry:

Grade: A

What a great idea! It makes writing with a
purpose really easy to understand by all the
students.

KidPub lists participating schools and locations
so it is easy to expand this project.

The section on the statistics of the program could
work nicely with a math project as well. You
could have students do ratios, graphs, or simple
addition and subtraction.

This program really focuses on its purpose:
writing. It allows writing to be used across many
areas of the curriculum.

| like the KidPub Key Pals section where students
can select a penpal from a list of students also
interested in “talking” on the Internet. Look, each
child lists his or her age, interests, and location.
What fun for children.

Here’s a part that could be better organized:
When | select a story from the geographical
listing, | can't easily find it in the overall listing
because it is not organized alphabetically by title
or author. It might be helpful to be able to cross-
reference it.

Overall, 1 really like the format and how it allows
students to send their own creations.

Yes, and it even accepts pictures electronically,
so even young learners can participate.

Because of the reviews of the submitted stories
written by the author of KidPub children see
good models for peer critiquing and
conferencing.

Even the children have biographies so they really
feel like an author, plus they have an opportunity
to get feedback from children from all over the
world.
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The Children’s Literature Web Guide (http//www.ucalgary.ca/~dkbrowny)

Linda:

Sherry:

Joyce:

Kathleen:

Sherry:

Linda:

Kathleen:

Joyce:

This Web site is a guide to Internet resources
related to books for children of all ages. There's
quite a lot of information here. The homepage
currently has 25 different sites put together by
David K. Brown, a Canadian librarian. This is a
collection of resources related to books for
children and young adults including discussion
groups, book award lists, movies based on
children’s books, and resources for teachers,
parents, storytellers, authors, and illustrators.

[ think it could be very useful for teachers. This
links to many sites.

You can link to KidPub, which we reviewed. It
also summarizes the BookRead Project that was
in Computer Conversations.

The Reader’s Theater link could encourage a class
to write its own scripts and perhaps share with
other classes on this site. It includes the grade
level, genre, number of readers, and the average
time to present the play. There are quite a few
scripts to choose from.

These plays would be useful for teachers
interested in improving their students’ fluency.
The plays could be downloaded and used over
and over again.

The Contemporary Stories site contains on-line
books. The Bemelmans site includes the first page
of the children’s books, Madeline, and the entire
text of Rosebud. Teachers could use these in the
classroom as extra reading material. The graphics
are great.

There’s an address to send mail to story
characters. That would be fun for my first-grade
students.

There’s also a picture of the author and a short
biography. Students can even write to the author.
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Sherry: Look at all of this information in the Resources
for Teachers site. There are teaching ideas about
many different subjects from all over the world.

Joyce: Teachers can even find lesson plans for these
subjects.

Sherry: You can spend all day in this Web site.

Kathleen: Teachers may want to give their students a day of
exploration, but after that they should have a
purpose for entering this site.

Linda: Or any other site, for that matter.

Kathleen: Otherwise, like Sherry said, they could spend
hours and hours here.

Grade: A

Conclusion

As enlightening and enticing as we found our trek through technology, we
were left with some feelings of disquiet. When we examined a $1000
software package, it was hard not to think about how many books could be
purchased for children with this money. Even with the least-expensive
choices, we found ourselves wondering how children from poor families
would ever keep up, or how school districts in urban areas or poor rural
communities could afford these resources. At one time, books were
considered an expensive luxury, but free lending libraries and the invention
of inexpensive paper helped make books somewhat more accessible to all
children.

Cyberworld has yet to become accessible in this way, and everyone
should be concerned. We doubt that students will miss out on much if their
storybooks aren’t animated or if the skills instruction they receive isn’t
electronic. But we can be less sanguine about the division of resources that
make it possible for some to take a virtual visit to Ellis Island, publish their
book reviews nationally, and engage in e-mail conversation with penpals in
Australia while their disadvantaged peers are left behind.
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Most educators today are faced with the challenge of meeting the special
educational and social needs of students who don’t speak English. This
section recounts the stories and methodologies of four teachers of second
language learners. While the scenarios may be different, their successful
approaches reveal the common theme of providing a supportive, social
environment in which to learn language within a meaningful context.

The first two articles illustrate success within integrated,
predominantly English-speaking classrooms. Suzette Abbott and Claudia
Grose’s article describes an exciting year in Abbott’s first-grade classroom.
Abbott perceives the challenges faced by her three non-English-speaking
students not as a hindrance but as an opportunity to enrich the language
experiences of the entire class. By incorporating bilingual stories and
employing support from community volunteers and parents, not only did she
foster confidence and language skills in her three ESL students, but she also
opened the doors of inquiry and discovery for all her students.

Like the students in Abbott’s classroom, Xiaodi, a seven-year-old
Chinese boy, was immersed in a predominantly English-speaking classroom.
In addition to formal language instruction, Jane S. Townsend and Danling Fu
attribute his success to a supportive classroom environment in which his
contributions were perceived as purposeful, and in which he was given the
freedom to make meaningful connections.

The remaining two articles offer perspectives from classrooms
where literacy is first taught in the students’ native language. In “Finding the
‘Right Measure’ of Explanation for Young Latina/o Writers,” the authors
follow a teacher-researcher’s use of classroom talk to include skills
instruction in the context of a meaning-centered approach. Margaret
Mulhern’s article points to the value of using students’ stories and
experiences to foster literacy development in culturally diverse students,
stressing the importance of building a smooth transition between home and
school literacy experiences by actively involving parents in their children’s
education.
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D “l Know English So Many,
Mrs. Abbott”: Reciprocal Discoveries
in a Linguistically Diverse Classroom

P

Suzette Abbott and Claudia Grose

After we sang Happy Birthday to Andreas, Jeannette suggested we sing
it in Chinese! Ming and Yen helped her lead the class. Mrs. Lopez
had just come in to pick up her daughter Maria, and she promptly
taught us to sing “Cumpleanos Feliz” in Spanish. For four months, |
had featured the linguistic diversity brought to our class by three ESL
children, striving to turn that diversity into enrichment for us all. With
the spontaneous enjoyment at Andreas’ birthday party, | saw the effort
was paying off.

From early in the school year, Suzette realized the primary challenge of her
Inclusion first-grade class: how to integrate into her program three children
who spoke little or no English. As a daycare and public school teacher in
New York City for 20 years, Suzette had already enjoyed the richness of a
multiethnic student body. And years ago, she said, “l was a new immigrant
myself—when | arrived from South Africa, | was surprised at how foreign |
felt, even though | spoke English. | have always tried as a teacher to draw
into the class those children who are potentially ‘outsiders,’ to assure that
they are not seen as less knowledgeable or capable because they are
different or speak another language.”

This time the challenge went further, beyond the three ESL learners, to
encompass all the children. How could Suzette build on the opportunity of
fortuitous language diversity to enrich the language experiences of the
whole class?

Reprinted from Language Arts, March 1998.
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The literature is full of evidence that a rich curriculum and a positive
group environment support and enhance the learning of individuals, both
first- and second-language learners (Altwerger & lvener, 1994; Fox, 1980;
Peregoy & Boyle, 1993). Further, as Lim and Watson (1993) write, “effective
language learning, either native or second language, depends not on direct
teaching of identified skills, but rather on a sound philosophy of learning and
teaching, underlying a meaning-filled curriculum” (p. 393). Part of Suzette’s
philosophy, thus, included giving “children windows through which to see
many worlds” (Kiefer & DeStefano, 1985, p. 171).

This is the story of Suzette’s classroom. The elements described bring to
life a theoretical basis for understanding how a rich language arts curriculum
serves as fertile ground for the development of both first- and second-
language learners as they are actively involved in constructing their
deepening knowledge of English (Hudelson, 1994; Peregoy & Boyle, 1993).
It also highlights the unanticipated benefits for all learners that emerge from
the reciprocal learning in the classroom (Edelsky, 1989; Kiefer & DeStefano,
1985; Moll & Greenberg, 1990). We illustrate the range of scaffolding
techniques (the temporary instructional supports—personal, curricular, and
social) that help emergent language learners move beyond what they could
do on their own (Cazden, 1992; Boyle & Peregoy, 1990; Peregoy & Boyle,
1993), and we show the importance of teacher autonomy, which allows
flexibility to respond to children’s funds of knowledge (Moll 1988; Moll &
Greenberg, 1990).

Suzette’s Story

| teach at a small public school in an urban community. The student body is
predominantly White and middle class. It includes the children of academics
and professionals associated with the many colleges and universities in the
area. We also have a number of families recently arrived from China, Africa,
Central and South America, and the Caribbean.

When school started, my first grade, one of two in the building, had
fifteen children, four of them new to the school. Among the newcomers was
Maria, dark bangs framing animated, brown eyes, who came from
Venezuela during the summer. Then in early October, two new children
appeared: Yen, quiet and serious, two years in America but speaking
Mandarin Chinese at home, and Ming, slight in build, mischievous in his
smile, who had just arrived from China. Yen could speak some English; Ming
and Maria spoke no English at all.
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Resources and Routines

Getting started, | knew | was not alone; | could muster the resources at
hand—if | could figure out how to use them. First, naturally, there were the
parents and caregivers of the children. | was also fortunate to be in touch
with a volunteer literacy support program directed by a friend and former
colleague. When Claudia heard of my Chinese students, she introduced me
to a new volunteer, Mrs. Lu, born in China, educated at Wellesley, now aged
80 and interested in doing something new and worthwhile. As soon as this
sprightly little woman came into my classroom, in blue jeans and cropped
white hair, she plopped down on a tiny chair to engage Ming and Yen—but
she quickly became a point of interest to the whole class.

Finally, there were the children themselves. | decided to address the
challenge of the three second-language learners directly with the whole
class. Just because these children spoke little or no English, | said, did not
mean that they did not know anything. | asked the class to help Yen, Ming,
and Maria learn the routines, just as they would help any of their classmates.

From the start, | sought to establish a relationship with the parents of my
three second-language learners (Cummins, 1994), to show them my interest
in their children’s special qualities, to allay their concerns, and to gather
information. | found that telephone calls or face-to-face encounters, before
or after school, were more useful than sending notes home. Fortunately for
me, all the parents spoke some English. In addition, Mrs. Lu was effective in
helping me communicate with Ming and Yen and their parents. In my initial
contacts, | sought feedback about how their children were talking about their
school experiences. Ming’s parents related that he liked “English school”
because he could play. During this talk, I also learned that Ming was
attending Chinese school where he was learning to read and write in
Chinese, a useful bit of information for the future. Maria’s mother, Mrs.
Lopez, arranged her work schedule to spend time each week in the class,
helping her daughter but also making books and materials for all of us.

Language arts in my classroom are integrated throughout the day and
across the curriculum to give children experience with a variety of reading
and writing activities in various pleasurable and comfortable ways. In the
first weeks of school, | felt it important to establish the class routines.
Knowing that there is a plan for the day and assuming responsibility for
different jobs in the room helps all children build independence; it also
supports the idea of a community that works together. These established
routines and procedures serve as particularly valuable scaffolds for
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second-language learners who are struggling to make sense of their new
environment and language (Peregoy & Boyle, 1993; Sutton, 1989). _

We begin with a morning meeting to lay out the day’s plan and engage in
interactive chart reading and various opportunities for children to share ideas
and personal information. A written schedule shows the times each day for
focused reading and writing activities, in large and small groups and
independently. An important activity is reading the illustrated job chart
which directs individual children’s responsibilities. Mrs. Lu translated the
words so that Ming and Yen could understand how they could participate
alongside their classmates in this fundamental aspect of the community.

Fortunately, within the broad mandates of our district frameworks, | had
the autonomy to develop my own curriculum, an essential component for
making reciprocal learning work. Thus | could seize targets of learning
opportunity, to build upon each child’s knowledge and abilities. | sought
ways to include and highlight the languages of the three ESL children. One
morning, | invited Mana and her mother to teach all the class to count in
Spanish. As they began, another child, Estella, whose father is Puerto Rican, |
learned, joined in. We made a class chart with the English and the Spanish
words, and from then on we often counted in Spanish as part of our math
time. A few days later, Yen’s mother came in to help him and Ming teach the
children the numbers in Chinese. Jeannette, whose mother is Chinese
American, was so intrigued with the Chinese numerals that she copied them
all from the chart into her own writing folder.

Other children asked if their parents or relatives could visit too, and one
thing led to another over coming weeks as children shared stories about
hearing different languages in their extended families and contributed more
samples to our growing collection of multilingual charts. Andreas often had
a hard time settling into school, but his first moment of pride and success
came as he, his mother, and little brother stood in front of the whole class
and counted in Greek. Following another counting lesson, inspired by Liza
whose mother is Korean, an interesting discussion developed as the children
studied and compared the Chinese and Korean number words written on
two charts hanging next to each other. Some children commented on the
intricacy of the individual Korean characters, wondering if it was more
difficult to learn than Chinese.

In those early weeks, | relied on Mrs. Lu and Mrs. Lopez to translate
during meetings and to make sure the children understood the schedule and
special activities. Mrs. Lu also wrote the Chinese words alongside the English
and Spanish words for the months of the year. Then we added the days of the
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week in Spanish and Chinese to the English word cards in our class pocket
chart, making the daily calendar activity more accessible to everyone. Ming,
Yen, and Maria could remind us how to read the Chinese or Spanish, and
the rest of the class felt proud at reading another language besides English.
Many times in those early weeks, | noticed Maria copying English words
from around the room, or Ming referring to the daily schedule. Other
children liked to copy the Chinese or Spanish or Haitian Creole number
words as well.

Risks and Rewards: A Rich Language Arts Curriculum

Routines established, we set about creating a supportive classroom
environment in which all the children, those who knew English and those
who did not, would feel comfortable taking risks and working together to
build their language and literacy proficiency. Reading aloud to the class was
central to my language arts program. The children looked forward to this
time each day when they could stretch out on the rug or curl up against the
cushions, and enter the world of literature. | combed libraries and discount
book sales for a variety of literature that would entrance the children while
reflecting and extending their diverse experiences and linguistic knowledge
(Natarella, 1980; Nurss & Hough, 1992).

Moon Rope (Ehlert & Prince, 1992), a beautifully illustrated Peruvian
legend, is published in a bilingual format with Spanish and English texts side
by side. I invited Mrs. Lopez to join me, asking her to read the Spanish text
in turn, as | read the English. On another occasion, the two of us read
alternate parts of Lynn Reiser’s Margaret and Margarita (1993), about two
girls speaking their own languages and finding a connecting point.

Some children became restless during the reading of the unfamiliar
language parts. I initiated a discussion eliciting children’s reactions. Maria
expressed her delight at the chance to hear the familiar Spanish language.
Estella beamed with pride and pleasure at her ability to understand both the
Spanish and the English. Other children talked about the difficulty of paying
attention, when it sounded so different. As the year progressed, we came
back to this topic several times, as children thought more and more about
what it was like not to understand what was being said, and what little
devices or strategies would help.

Next, | found two books, At the Beach and Snow, by Huy Voun Lee
(1994), in which a mother teaches her child to write in Chinese calligraphy.
Ming and Yen read the Chinese characters to the class. Later, during
independent reading time, | noticed two of the English speaking girls
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carefully copying Chinese characters from the two books. They asked Ming
and Yen for help when they ran into difficulty.

Jeannette brought in Jingwei Filling the Sea by Feng Jiannan (1991), which
had Chinese and English texts side by side. “You can read the English and
Mrs. Lu can read the Chinese, just like Maria’s mother and you did,” she
proposed. At the conclusion of that reading, the children commented on
how different the Chinese language sounded from English, and | overheard
some of them experimenting with the tones—a nice variation on the usual
first-grade language play (Cazden, 1992).

In the late fall, one of the children asked me to read My Father’s Dragon
(Gannet, 1948). Conscious of the wide variation in linguistic sophistication
in the class, | wondered how to make this engaging series of chapter books
accessible to all. First, | gathered together all the animals and related objects
| could find. We made the eighteen crocodiles with lollipops, for instance,
from photocopies but with real lollipops taped to their tails. This use of
artifacts and dramatization not only helped Yen, Ming, and Maria, it
delighted all the children, as each reading was full of unexpected surprises.
The children loved taking turns manipulating the characters as the stories
unfolded. The experience was such a success that it led to a sustained
interest in dragons that became central to our curriculum, culminating many
months later in a grand celebration of the Chinese New Year.

Several times a week, | read poetry aloud, usually writing the poems on
large charts, and encouraging the children to join in. Sometimes for the
children, | found it useful to ask their parents or Mrs. Lu to translate the
poems | read in class. Once they understood the gist, they could enjoy the
other elements of rhyme, and rhythmic patterns and imagery.

Pursuing the dragon theme, | found Lillian Moore’s poem, “Dragon
Smoke” (Prelutsky, 1986), a lovely example of metaphor on the idea of
seeing your breath in the cold winter air. The children joked about breathing
“dragon smoke” and quite literally showed Ming and Maria what was meant
in the poem. A few days later, as we walked outside, Ming pointed to the
exhaust from the cars driving by and, with a twinkle in his eye, said “Dragon
smoke!” and then blew his own. He had truly understood the figurative and
literal language, and along with the others, could enjoy the fun of it.

Poetry also inspired other connections. One morning, Jeannette came in
to school grinning broadly as she displayed a large gap in her upper gum.
Tim, who often had trouble staying involved during shared reading, recalled
two poems about teeth that we had read before. Someone pointed out that
the title of one of the poems had the Spanish word for tooth written next to
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it. I then asked for the Chinese word. Yen and Ming each responded, but
with different words. After we tried to say both, Makeda offered to find Mrs.
Lu to ask her which word was correct. We now had the word for tooth in
three languages: Chinese, English, and Spanish, and we saw that there can
be several words for the same meaning.

After finishing the books in the Dragons of Blueland series, we wrote and
practiced reading a group message to send home asking for any dragon
books, toys, or pictures. This request led to the engagement of even more
parents in the curriculum and opened new experiences and connections.

In February, Tim, a monolingual English-speaking child, brought in
Vejigante Masquerader (Delacre, 1993), a bilingual story about a Puerto
Rican boy who dresses up in a special mask and costume as part of the
Fiesta during Carnival in Ponce. Estella was bobbing up and down with
excitement. She said that she had a Vejigante mask at home, given to her by
her father. When she brought in her mask, the children kept trying it on, and
we made plans to make our own.

Talking about the mask, | started to say the word in my normal South
African accent, but caught myself and changed my mouth into the American
pronunciation. Sabrina, a child who rarely contributed to language arts
discussions, looked up in fascination. “I know what you did. You started to
say ‘mah . . /, and then you changed and said ‘mask’.” Eric quickly
explained, “She talks like that because she comes from South Africa.”
Sabrina had picked up the nuanced accents, and Eric could explain why. |
wondered if this kind of metalinguistic thinking would have happened
without our ongoing focus on the rich language differences in the classroom
(Moll, 1988).

In my class, writing and reading go hand in hand, each helping to reinforce
the other. Whenever possible, | enlisted Mrs. Lu and Mrs. Lopez in helping the
three emergent English learners with their writing. | explained that there were
many ways to write and spell, and all were acceptable. Maria initially wrote in
Spanish, sometimes dictating first to her mother and then translating with help.
Ming and Yen drew many pictures, and labeled them using both English and
Chinese. Some children wrote stories based on published books, or on
personal experiences. Tim, a most resistant writer, was inspired one day by
Yen's presentation to each child of a folded paper boat. Clutching the creation,
he recalled a trip he had taken to Venice with his parents, and he struggled to
produce a series of picture stories about gondolas—a first for him and the start
of a collection of boat stories in the class.
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Most children started using invented spelling and we had several class
discussions, collecting suggestions for ways to figure out spelling. At first,
Ming, Yen, and Maria hesitated to experiment in their writing. | realized
that they were concentrating on gaining command of vocabulary to convey
their ideas. It was premature for them to focus on the details of the sounds
(Nurss & Hough, 1992). Instead, | helped them use picture dictionaries and
other books, as well as the environmental print in the room. Our evergrow-
ing Word Wall of common sight words was especially valued by the two
boys, and at one point Ming actually added some Chinese translations. |
was confident that as they wrote more and gained confidence in their Eng-
lish language, they would eventually experiment with spelling, too.

Ming was a child who immersed himself in what interested him—mice,
whales, outer space. Sometime in late October, | noticed that he was
drawing pictures of mice in his writing folder day after day. One day during
Writing Share, he showed everyone his drawings. The children were
fascinated both by the humorous way he drew the mice and his delight in
sharing. For Show and Tell on another day, he produced a photograph of
himself in his mother’s laboratory, wearing a surgical gown. Here was an
outside resource that | could not have foreseen, for as he showed the
photograph, he spoke one English word, “mice.” Sure enough, there behind
him were stacks of cages full of mice for the laboratory experiments.

For our next shared poem | chose one about mice and encouraged the
class to write or draw a response to the last line, “I think mice are nice.” The
children studied Ming’s stylized and whimsical mice, and learned from his
technique as they made their own illustrations. He was now the expert! The
children were so pleased by the results that two girls volunteered to arrange
a display of the large poetry chart and all the children’s writing and drawings
to hang outside our room for all the school to see.

In preparation for a trip to the science museum to see a movie about
whales, we poured over the pictures in whale books. Ming became
fascinated and his enthusiasm was contagious; soon his classmates
recognized him as the Killer Whale expert. Thereafter, anyone coming across
a picture or book relating to whales rushed over to show it to Ming for his
assessment.

After | read William Steig’s (1971) Amos and Boris to the class, Ming sat
with the book, studying the illustrations and diligently copying the opening
sentences describing the little mouse who loves the ocean. He highlighted the
word “ocean” on his paper, as he drew his beloved mouse. A few days later,
he drew a picture of himself watching the mouse happily riding on the whale’s
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back. All three of his characters had speech bubbles: the Ming and Amos
characters announced, “I like whales,” and the whale replied, “I like Ming.” |
was not surprised at his picture, but very impressed that he had incorporated
the dialogue format which we had only recently introduced in class.

One day during Writing Share time, the usually tacitum Yen spoke up
shyly, “I want to show you something.” He produced his writing assignment
from Chinese School, marked with a large grade A. As his classmates
scrutinized the unfamiliar Chinese characters, Yen’s confidence grew and he
told everyone that he has to “write them pretty.” To my astonishment, he
further explained that when he sometimes forgets a line or mark, “the
phonics help me to remember how to write the Chinese.” Later Mrs. Lu
explained to me that many Chinese schools now use an alphabetic phonetic
approach to teach reading and writing (Ho & Bryant, 1997). Here was a
whole new discovery for me to pursue!

We studied Yen’s writing sheet, noticing special accent marks, and
discussed how these marks told Yen which way his voice should go. The
children tried to follow, using their own voices. Seeing this homework
sample, | suddenly understood how strange our writing process must have
seemed, compared to his experience in Chinese School (Anderson &
Gunderson, 1997). | was gaining insights at the same time as my children.

For Valentine’s Day, the children had spent days planning a sale of art and
baked goods. Maria noticed when she came in that day that the morning
message had not yet been written. “l know what to write,” she announced.
With my help sounding out some words, and by looking around the room
for others, she happily wrote on the chart: “Get ready for the Sale.”

Risks and Rewards: The Social Environment

In the normal course of their interactions and play, the children were
experimenting and making discoveries about language. As the second-
language learners were taking risks and experimenting with English for the
purpose of communication and social interaction, the other children were
making discoveries about the nature of language, their own and others
(Peregoy & Boyle, 1993).

Yen became entranced with the earth-moving machines, trucks and other
vehicles in our gravel box which | had set up because of the children’s
interest in the road building going on outside the school. One day as he and
several other children were playing, | overheard him asking, “What is
‘worse’?” After a moment, | realized that Andreas had told Yen that he was
“making it worse,” an abstract concept, difficult for Yen to grasp. It also
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became clear that Andreas did not want Yen and the other children to play in
the box. | stepped closer to hear what the problem was, and to see if the
children could come up with a solution. They did: a bigger gravel box, so
Yen and Andreas could work in parallel—a fine example of the children’s
problem solving, but also a social breakthrough for Yen.

Maria’s language development was very much involved with her social
relationships. In September and October, | would see her by herself in the
playground, watching the other girls. She stayed on the fringe of small
groups, using her drawing skills to communicate, at one point writing a
wordless book about the weather. Soon she found Estella, whose Puerto
Rican heritage and fluent Spanish made her a special ally. They often wrote
and did other projects together. Maria was a keen observer of the social
patterns in the class, often getting ideas from other children, and mimicking
English phrases which she heard; a favorite was “cool . . . it's cool.” One
morning in midyear, Mrs. Lopez reported Maria’s comment that “there are so
many troubles” in the class, referring to the ebb and flow of relationships
among the girls. Her parents reassured Maria that it was nothing new; it was
just that Maria now understood enough English to follow the squabbles. On
another day, Maria and Estella were playing near three other girls. The three
were commenting that Ming and Yen were “so lucky, because they can tell
secrets,” since they spoke Chinese together. At that point, Estella spoke up,
pointing out that she and Maria could tell secrets too, in Spanish.

Large group meetings were particularly difficult times for Maria and Ming
in the early part of the year. They would wriggle and fidget, and | could see
their frustration as they tried to make sense of all the English language
around them. Ming would often lie down and tune out. Sometimes he
seemed exhausted (Freeman & Freeman, 1993). Yen took it upon himself to
confide in Mrs. Lu his concern that Ming turned his head away in the big
group activities. During one whole-group math class, Yen saw that Ming was
not understanding the task at hand. To the surprise of his classmates, he
spoke up. “Let me explain to Ming,” and proceeded to do so in Chinese.
Without prompting, Yen had learned how he could help others, and set a
fine example for the class (Forman & Cazden, 1994).

One day during Meeting Time, as we were looking at the ubiquitous
dragon toys, it became clear that Ming had something to say about a
particular little green winged dragon. He raised his hand and tried to speak,
haltingly pronouncing the word “dragon,” but trying to say something else as
well. It happened to be a day when Mrs. Lu was there, sitting behind him.
The children were used to hearing Ming and Yen speak together in Chinese.
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Now they heard Ming explaining his thoughts to Mrs. Lu. From their facial
expressions, and their quiet attentiveness, it was clear that they were very
eager to hear what “secrets” Ming had to convey. Mrs. Lu duly reported
Ming’s observation about the similarity between one little dragon and
another animal, a dinosaur. The other children accepted his point with
interest, and many agreed with him. They realized for themselves that Ming's
difficulty in expressing himself in English did not mean he did not have
knowledge to share.

Not too long afterwards, Ming’s confidence allowed him to risk taking the
next step. In a math discussion about different coins, he started to say
something while pushing his hand back and forth in front of him. Listening
very carefully, | made out the words, “quarter, my mother.” He was enacting
placing quarters in the washing machine coin slot! Once the other children
understood his idea, and his participation was validated, he sat back with a
smile of satisfaction.

From halting single words like “mice,” to overgeneralizations—"1 love
that book . . . I love that whale . . . | love poems,” he began to formulate
spontaneous sentences, and ask about words he did not understand.
Following my reading of a story about a doctor giving a child a-shot with a
needle, Ming asked, “What's a needle?” Dora immediately responded, “It’s
when you get a shot. A shot with a needle, not shooting.” As she spoke, she
acted out receiving a shot with a needle. A chorus of children began
explaining to Ming, and Yen added a further explanation in Chinese. Ming
was able to ask for clarification and, at the same time, the other children
recognized the potential semantic confusion that was posed.

A climactic moment came one day when I reentered the room; Ming
looked up at me and asked in a matter-of-fact tone, “Where have you been?”
After telling him, | commented on how much more he was speaking in class
now. He beamed and replied, “I know English so many, Mrs. Abbott!” |
could only smile back in full agreement.

Building on the Children’s Experiences

In December, Yen went to China for a month. That gave us an excuse to
study the globe—from Boston, Yen had traveled across the whole United
States and the Pacific Ocean to China. Everyone was excited to receive a
letter from Yen from China. The stamps were of special interest, but the
important news was that he had lost a tooth, information that was quickly
added to the classroom tooth chart. On his return, Yen and his parents
showed photos and traced on the globe the places they had visited and the
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route of the airplane. This discussion helped Yen reenter the class, and all the
children began to see themselves in relation to the greater world in a way
that made sense to them.

Just before the December vacation, the two first grades planned a joint
Peace Breakfast, inviting all the families to bring samples of their holiday
foods to share with everyone. Using the children’s dictated language, we
typed a simple reminder which they could read themselves and which they
illustrated individually, showing the foods reflecting their different
celebrations. For the occasion, we learned “The Sharing Song” in English
and “De Colores” in Spanish. The songs were written on large charts which
the children illustrated to help them remember the words. We also practiced
along with an audio tape to make sure we pronounced the Spanish
correctly. Later Mrs. Lopez confided to me Maria’s comment: “Mrs. Abbott is
doing well with Spanish. But her accent—I need to work with her on her
mouth.” It must have been reassuring for her to see her teacher also
struggling with another language.

In early January, at Estella’s suggestion, we read Three Kings’ Day
(McConnie Zapater, 1992), in acknowledgement of her celebration of that
holiday. The children in the book eat arroz con leche (sweet rice with milk)
as part of their celebration. Estella told us how delicious this is, so I asked her
family for the recipe (cooking was a regular part of our curriculum and we
often cooked recipes inspired by stories we read together). Not only did
Estella’s family send in the recipe, but also all the ingredients! | wrote the
recipe up on a big chart, with clear illustrations and few words so that all the
children could read it as we cooked. As always, some children loved it, and
others did not even want a taste—but everyone enjoyed the cooking.

In early February, our dragon theme reached fever pitch as we began to
prepare for the Chinese New Year. | read aloud Lion Dancer (Waters &
Slovenz-Low, 1990) about a Chinese American child who learns to dance as
part of the dragon. Jeannette’s mother brought in a videotape of street dances
in Beijing and some audio tapes of Chinese songs. Mrs. Lu picked a short,
simple song to write out on a big chart, with small copies for the children’s
poetry folders. She wrote the Chinese characters on the top line over a
phonemic transcription in English to help with the pronunciation. The third
line of print was an English translation of the text. As we looked at the song
on the big chart, | used the phrase “Chinese characters”; this led to a
wonderful discussion about “characters” in books we'd read and how
Chinese writing is made up of “characters.”
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Under Mrs. Lu’s instruction, we practiced singing, and Yen and Ming
helped us as well. Now they were the ones who were more language
proficient than the rest of the class! As we worked to learn the Chinese
words, a discussion arose comparing the sounds with those of the Spanish
song we had learned earlier. Many children concluded that Spanish was
easier for them because it sounded more like English. This led to further
comments about how hard it must have been for Ming and Yen to leam
English. By the looks on their faces | could see that this experience of trying
to learn another language, especially one that is very different from one’s
own, had given many of the children their first clues about the complexity of
language.

As the New Year approached, our preparations became more
concentrated. Jeannette’s mother came in twice to teach us the simple street
dance. The other first grade made a large dragon of papier-méaché to hold
over their bodies during the parade. We arranged with all the other grade-
level teachers to let us parade through their classrooms on the Festival Day.
As we continued reading our book about Ernie Wan's celebration of Chinese
New Year, we discussed costumes and colors, and all the preparations that
had special meaning: for instance, that red signifies good fortune.

On the long-awaited day, the children came to school dressed in red, as
requested in the note we'd sent home. All the families were invited. The
other first grade assembled under their elegant dragon, and led the parade.
We followed close behind, waving our fans and scarves, dancing in and out
of the classes, down the stairs, through the kindergartens, and to the
cafeteria.

After catching our breath, we sang “Xiao Hu Die” (Little Butterfly) to the
wonder of the assembled company. Then we dined on dumplings and
oranges, traditional New Year’s food donated by a parent, and Mrs. Lu shared
her memories of New Years in China seventy years ago.

The diverse contributions of the second-language learners had become the
property of us all. As all the children gathered themselves together, and
opened their New Year’s envelopes, (a traditional feature contributed by a
parent) they beamed and chatted all at the same time, tired, proud, and happy.

Discussion

Teachers are pushed and pulled in all directions, urged to try one approach
here, another technique there. Nowhere is this more apparent than in the
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current debate about teaching English as a second language or, more
generally, the challenges faced by the teachers in a classroom with diverse
language learners (Nieto, 1996; Hudelson, 1990, 1994). Good teaching
emerges from the teachers’ solid convictions, identification of a goal, and
adherence to that goal through the flow of classroom life.

Believing that language learning “is an active, constructive holistic
process, [that is] inherently social in nature” (Strickland & Strickland, 1997,
p. 203), Suzette’s goal was creation of a classroom environment that would
nurture the integration of first- and second-language learners for the
reciprocal and profound benefit of both groups (Hudelson, 1990; Nurss &
Hough, 1992). In her regular visits to the classroom as supervisor of literacy
volunteers, Claudia brought a fresh perspective that helped them both reflect
on all that was really going on in that lively setting.

The developing linguistic facility of the three second- Ianguage learners
over the year was obvious, from Ming’s risk taking in uttering the single word
“mice,” to, just three months later, his casual enquiry, “Where have you
been?” (Urzua, 1980). Equally apparent, though not as expected, were the
spontaneous initiatives of the other first-graders that demonstrated growing
awareness of their own language and, at the same time, their interest and
confidence in exploring the other languages around them. Sabrina, an
English monolingual speaker, found nothing strange about choosing to take
home Margaret and Margarita, fully confident of her ability to read both the
Spanish and English texts.

Suzette’s class worked as a case study of the benefits of reciprocity in
multilingual elementary education. Far from distracting from the teaching of
monolingual learners, the presence of the ESL children in a curriculum and
environment that acknowledged and engaged their contributions, enhanced
the learning for all. The “emphasis on substance and content facilitated the
frequent occurrence of . . . metalinguistic and metacognitive events: the
conscious examination of other’s and one’s own use of language and
thinking” (Moll, 1988). The children’s ability to talk about the elements of
language grew; they became aware of the role of sounds, visual
characteristics, intonation, and semantic flexibility. They learned to explain
words like “worse” and “shot” in context (Cazden, 1992).

At another level, the children came to understand more deeply the
purpose of language, both oral and written, and the way people across
cultures use language to organize information, communicate meaning,
make sense of the world. As he tried to understand his new land, Yen was
alert to comparisons and differences. By spring, as he became more
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comfortable in English in a classroom that encouraged examination and
celebration of diversity, he could comment on the different physical features
of Chinese and American people (Nieto, 1996). Ming, forever quantifying
objects, proudly announced his love of Chinese history because it is “10,000
years old.”

Creation of such an environment in which all children—second-language
learners and primary English speakers—are challenged and encouraged to
work together for reciprocal benefit, depends on three broad circumstances:

1. The teacher’s belief, demonstrated in.matters large and small, that all
children have funds of knowledge to share (Moll & Greenberg, 1990),
are capable of communicating their information and can be understood,
by one means or another, whatever their spoken language (Nieto, 1996;
Urzua, 1989); '

2. The deployment of multiple forms of language and literacy scaffolding
that encourage risk taking and that support experimentation, discovery,
and communication (Boyle & Peregoy, 1990; Hudelson, 1990; Peregoy
& Boyle, 1993);

3. An educational philosophy across the whole school that supports
teacher autonomy in making curricular and- pedagogical choices in
response to the dynamic personality of the class (Moll, 1988).

Scaffolding in Suzette’s class took many forms, from direct translation
provided by parents, volunteers, and other classmates, to the establishment
of set routines, to the use of pictures and multilingual print on the wall, to the
dramatization of whole texts to make them vivid and memorable (Boyle &
Peregoy, 1990; Peregoy & Boyle, 1993; Sutton, 1989). Important, too, was
the way in which children sought out and found their own resources, turning
to each other or asking others for clarification (Chomsky, 1980; Forman &
Cazden, 1994).

Ming's successful struggle to convey his understanding of the use of
quarters marked a big step toward community participation. It was Suzette’s
scaffolding, her close attention, her belief that she could understand, and her
restatement for the class of Ming’s message, that propelled him forward into
other attempts at communication in English (Hudelson, 1990; Urzua, 1980).

At the same time, her modeling of careful listening, patient attending, and
clarifying comments was noticed and unconsciously appreciated by many
others in the class. The shared experiences, discussions, and investigations
encouraged all the children to explore differences, draw comparisons, and
appreciate the variety and richness of their world. In a climate of mutual
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support and respect, they took steps toward understanding diversity and
developing empathy (Nieto, 1996).

Routine displays of environmental print in several languages and sharing
of bilingual texts were further forms of scaffolding. They served the vital
purpose of validating the first languages of the ESL children, providing them
with a place to show their own expertise and broadening the linguistic
awareness of the whole class (Ernst & Richard, 1994/1995; Freeman &
Freeman, 1993).

From parent participation came a more subtle process: their sharing of
their family language and culture emphasized for the children (their own
included) the positive view of “knowing” something, rather than the negative
point of “not knowing” English (Moll & Greenberg, 1990). Invitations to
share language and culture conferred “official” status upon them (Nieto,
1996; Quintero & Huerta-Macias, 1990). For some of the children, this
paralleled their own emerging feelings of having something positive to
contribute, not just of being deficient in something that everyone else
seemed to know. Maria thus expressed confidence that she could play the
teacher role in helping Suzette improve her Spanish pronunciation.

Teachers have long known that parental participation is a key factor in
children’s success in school. Too often, though, parents feel uncomfortable or
unwelcome in a vibrant classroom society; work or family commitments, or
different cultural understandings about school and learning may also deter
direct participation in school activities (Nieto, 1996).

Suzette’s success in this endeavor came from her ability to show
flexibility and creativity to accommodate potentially interested and
interesting relatives, or other representatives of the community, finding
materials and activities appropriate for different families (Mrs. Lu was a
special resource, of course, but hardly unique). Bilingual shared reading
was a natural way to engage parents who might have felt uncomfortable
otherwise: the spontaneous dragon curriculum opened other avenues;
cooking and arts projects, preparations for the various celebrations, and
simple requests for information or artifacts that reflected home cultures
offered other ways for parents to participate. These opportunities
strengthened the home-school connection, and gave parents a closer view
and better understanding of classroom life (Anderson & Gunderson, 1997;
Quintero & Huerta-Macias, 1990).

Recognizing that “writing, speaking, listening and reading all nourish one
another” (Rigg & Allen, 1989, p. xiii), Suzette provided opportunities for
children to engage individually and together in a wide variety of meaningful
activities, providing the “warm bath of language” (Rigg & Allen, 1989, p. xii)
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for the new English learners and allowing all children to construct their own
understandings of how oral and written language works.

For this, teacher autonomy is the key. Ever mindful of the district-
mandated curriculum frameworks, Suzette still was free to make choices
that responded to who her students were, as individuals and as a group,
choices that allowed them to “act as thinkers . . . not as passive givers and
receivers of prepackaged curriculum” (Moll, 1988, p. 468). By following
up on the children’s interests and taking advantage of their experience
outside the classroom, she helped the class make connections that
enhanced their global awareness in ways that were appropriate to their
developmental stages.

Late into the spring, the number charts and birthday songs labeled by
the children were displayed outside the classroom, attracting interest from
students of all ages, as well as their parents. By all measures, the total of
this first grade’s language experience amounted to far more than the sum of
its parts.
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6 A Chinese Boy’s Joyful Initiation
into American Literacy

P

Jane S. Townsend and Danling Fu

When seven-year-old Xiaodi (Sh-ow-dee) was reflecting on his first
published story from his first year in an American school, he exclaimed, “I
was so excited that | jumped and jumped because | could do just like the
others!” Over the course of one school year, Xiaodi had emerged from being
a quiet, shy second-grader who spoke little English to a popular classroom
member, demonstrating Chinese writing to fascinated American students,
drawing illustrations for eager classmates, and mentoring other, newer
Chinese students. His confident, smiling demeanor and his easy, congenial
interactions with friends and teachers had developed in less than a year.

What happened to support Xiaodi’s joyful initiation into American
literacy? How was this young language-outsider welcomed into full
participation in multiple discourses of English? And what does his
experience tell us about helping other newcomers? We studied Xiaodi’s
journey and discovered multiple sources for his achievement.

Our Research

The purpose of our research was to explore the ways in which students with
diverse linguistic and cultural backgrounds develop a new literacy. To
examine the process in detail, we conducted a case study of one Chinese
boy’s entry into an American community of readers and writers. Some may
argue that a “process approach” to reading and writing is only suitable for
students from middle-class, mainstream American families (Cope &
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Kalentzis, 1993; Delpit, 1995; Martin, 1989); we wanted to find out if that
Wwas so.

The setting we chose—the teacher, the classroom, the school—was one
that had demonstrated its effectiveness in helping students develop their
abilities in both reading and writing (Hansen, Newkirk, & Graves, 1985). The
school population was predominantly middle class with only one or two
children at each grade level from non-mainstream cultural and linguistic
backgrounds. We chose the second grade for our research focus because
children at this age tend to do more sophisticated reading and writing than
do first-grade and kindergarten students who are largely at an emergent
literacy stage. Yet, second graders are still developing their concepts of
reading and writing.

At the beginning of one school year, Xiaodi was the only foreign student
in the second grade who was a language newcomer, so we selected him to
be a case study. To examine Xiaodi’s experiences, we observed him in both
his regular classroom and his ESL room. We collected samples of his work
and conducted regular, periodic interviews with him, his teachers, and his
mother.

What Happened to Xiaodi?

Xiaodi came to this country to join his mother who was a graduate student
from the People’s Republic of China. Xiaodi had completed first grade in
China. He came to this country without knowing any English, and his ideas
about reading and writing were very different from what many of us take for
granted. He was immediately labeled as a “speaker with limited English
proficiency” when he enrolled in the second grade. Even so, he was placed
in a regular classroom with American students, except for a 45-minute
period each day when he received help from an ESL teacher and interacted
with other foreign students.

Xiaodi’s work in the ESL class involved mostly explicit instruction and
directed exercises. However, in his regular class, he participated in reading
and writing workshops and made choices about what activities to pursue.
For example, he chose to draw when he didn’t understand the teacher’s out-
loud reading during storytime. During the reading workshop, the teacher
arranged for students to work in pairs, and, at first, other students read stories
to Xiaodi (no doubt increasing their own fluency) and, later, they read
together with him. As he began to understand more English, he stopped
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drawing during storytime and, along with all the other children, paid rapt
attention to the teacher’s out-loud reading. Very soon after that, he began
reading on his own. By December, he was reading books in English every
night for 20-30 minutes (mostly stories as well as nonfiction about animals),
and he also wrote two or three lines in English for his assigned reading
response journal.

Taking turns at the front of the class to talk about their home reading was
a favorite part of the students’ classroom activity. For a few months, Xiaodi
observed his peers share their reading, but he wasn't able to participate. He
said: “l want to sit on the table like them, swing my legs like the other kids
holding books, and read to the class.” (Xiaodi’s comments throughout are
translated by Fu.) He seemed charmed by his classmates’ easy casualness, so
different from the expectations for students’ behavior in China. One day in
December, Xiaodi prepared an elaborate drawing of a story he had read and
volunteered to talk about it. All the students and the teacher gave him great
applause. This event marked a turning point for Xiaodi. Rather than
correcting his nonstandard English, the teacher asked the class to celebrate
Xiaodi’s accomplishment. She said to the class: “We all know that when
Xiaodi first came to us, he couldn’t speak much English. Now see what
Xiaodi can do!”

Xiaodi’s progress in writing English was as remarkable and rapid as his
reading development. He told us that when he saw all the other children
writing, he wanted to write too. He began his participation in the writing
workshop of his regular classroom by writing a letter in Chinese to his father
who was still in China. In his letter, he described his new life in the United
States, his friends, and his school. He told his father that he liked the
American school very much, the children were nice, and the teacher was
much nicer than the teachers in China, who seldom smiled. Xiaodi also told
his father that he was allowed to do things in school that were fun and that
he didn’t need to sit straight with his hands folded in front of him, listening to
the teacher lecture all the time, as he had had to do in his Chinese school.

Over time, with the help of his teachers and classmates, Xiaodi learned to
work through several drafts of his writing to reach a finished product that
could be published in a small foldover book. He developed his ability to
reflect and review. At the end of the year, he explained that he wanted to
work more on one of the published stories: “Some kids asked me a question
about the bear and shark story. They asked me how the bear could kill the
shark when he was already in the shark’s mouth. | want to revise that part,
though it is already a published one.” It’s interesting that he considered his



A Chinese Boy’s Joyful Initiation into American Literacy 91

classmates’ advice about a published story and wished to revise and make
his work better. According to his mother, students in China, especially those
at Xiaodi’s age, are never encouraged to share their writing with their peers.
They take advice only from teachers, the authorities. Further, substantive
revision is not an issue for young learners in China (Fu, 1992). Instead, the
focus is on correcting errors (editing) and using “set phrases” from previously
published literature to “sound beautiful” (Fu & Townsend, 1997).

At the end of that year, in May, he identified his favorite pieces of writing,
and he said he was most proud of a draft for the story, “The Dog and his
Frend” (see Figure 1). '

When asked about his choice, he responded:

It is long, the longest story | ever wrote, and longer than some other
kids’ stories in the class. | like the title and words | used in the story.
| also like the ending. It's a happy ending, and funny too. This is the
first story I did on the computer. | was proud of myself; | really like it.

He thought this story was even better than the two published ones—*it is
longer than them, the words are better . . . and the title is better than those
stories t00.”

“The Dog and his fieng?

Once upon a time there was a dog. He wanted a friend, but
his mum didn’t want her own son to go by himself. But the dog
cried all dav, so his mum let him go. )

So there he was in  the woods. And he saw a wolf. MHe got so
happy because he saw that was a friend. So they both got to the
wolf’s house. The wolf said:"you can stay here." So the dog
stayed there for a year. But he missed his mum.

So he went home, and he saw his mum crying. Because he was
not home for a year. Then he forgot to go back to wolf‘'s house.
The wolf was so angry, and the wolf wrote a letter to the dog.
The letter said: '"you have to come before the weekend is coming.
If you don‘t, then we are going to have a fight".

And the dog saw the letter, but he forget to go back.So they
are going to have a fight.The fight was start,dog’'s mum was there
too.the wolf bite dog's tail,dog bite wolf’'s nick.And the wolf
die.and the dog still finding the frend.And his mum got home.

Now the dog find a grold dog.Then they get married.they had
a boy puppy.They was haply ever after.but he miss the wolf too.
Because the wolf is his frend too.

THE END

Figure 1. “The Dog and His Frend.”
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Yet, his excitement about publishing reveals another aspect of Xiaodi’s
development. He explained:

Other kids in the class published stories, and | can do the same. |
am Chinese and can publish stories like them. | am very, very happy
about it and very proud of myself. Some kids published one, some
two, some five, six, and even ten, but | only got two. That is okay.
My stories are long, longer than some of the kids’, and my pictures
are great.

In reflecting on those two stories, Xiaodi stressed the fact of their
publication more than any specific quality of the writing. For him, publishing
his writing showed that he could do “just like the others,” and that gave him
a sense of belonging—in essence, a feeling that he had become a member
of the American literacy club (Smith, 1988).

Even though Xiaodi started the second grade knowing little English, he
told us he never felt handicapped. Rather, he felt recognized and respected
for what he could do. And indeed, in a variety of ways, he used his prior
knowledge of Chinese to join, and contribute to, his newly developing
American literacy. He used his understanding of written and visual symbols
to communicate his ideas, he drew on his knowledge of two different
cultures to create stories that entertained his classmates and teachers, and he
developed insight into his own abilities and accomplishments. By the end of
his first year in an American school, his teacher could say, “He is a second-
grade reader and writer just like the others in the class.”

What Helped Xiaodi?

What supported Xiaodi’s initiation into American literacy? What helped him
become an active member of his new school community? We believe it was
only in a language-rich environment that Xiaodi could possibly have
developed into such an effective reader-and writer within one year.
Communicative competence comes from opportunities to use language in
real ways for real reasons with real people. Xiaodi’s teacher offered him
many such opportunities and the time to explore them. He had personal
reasons to talk with a variety of people in a variety of contexts, his peers and
teachers recognized and applauded his unique knowledge and abilities, and
he had choices about what to read and write. In these ways, he developed a
facility for using multiple discourses in English, a facility for communicating
with a range of people for a range of purposes. '
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Multiple Discourses

Xiaodi’s ESL class provided explicit language instruction—sentence
structures, vocabulary, reading comprehension exercises, phonics (using
music and song). His regular class made Xiaodi feel immediately welcome
in his new literacy community. The reading and writing workshop gave
Xiaodi a chance to watch his peers develop over time as readers and writers.
He listened to their life stories. His classmates provided the language models
and the specific vocabulary that he needed to enter this new childhood
culture. He also had many chances to talk about his own ideas, in small-
group conversations with other children who were in a similar situation in
his ESL class, with peers in workshop contexts, in conversations and whole-
group discussions with teachers. He got help from his classmates in his
reading, writing, and talking. And his teachers (regular and ESL) structured
their classrooms to encourage such conversations (Perez, 1996).

Inviting Xiaodi into discourses that were new to him, his teacher
demonstrated other important facets of being literate in American society.
When she read out loud during storytime, she revealed the sounds of fluent
reading in a new language that held a whole set of different stresses and
cadences than the Chinese language Xiaodi was used to. Also, by
encouraging students to write in the genres they were reading, she made
explicit a powerful reading/writing connection. And finally, in class
discussions and individual conferences, Xiaodi’s teacher showed, in her
openness, kindness, and honest curiosity, just what it can mean to be a
literate learner in Western society.

In October, as part of the writing workshop, Xiaodi wrote a letter to an
American friend and mailed it. He also made a card for his mother. By
December of his first year in an American school, Xiaodi had made great
strides in his writing. He had started to write stories in English, influenced by
his reading as well as by the other students’ work. He had also collaborated
with his friend Rungu from Zimbabwe in composing a piece for children,
“How to Make a Secret Hiding Place” that they dictated to a teacher’s aide
who printed their words. In January, he wrote a teaching book for other
children learning English. About the book, he explained, “This is a picture
book | made for small kids, with pictures and a few words on each page.
This book can help them learn language.” In April, he published his first
fiction book, then another later that year.

We believe Xiaodi developed a sense of audience in his various
communications because the work he was doing made personal sense, and
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his developing literacy nurtured the relationships he so valued with
classmates. Indeed, the stories he wrote and the pictures he drew were
enormously entertaining to his friends, and he received affirmations that
were surely instrumental to his growth and success.

Personal Recognition

A significant support to Xiaodi’s development was that his language and
personal skills were recognized and respected, and he could use what he
already knew to join and make contributions to the class and school
community. His native language became a great asset when his classmates
responded with enthusiasm to his Chinese writing.

His friends all admired his ability to write in Chinese and were fascinated
by the Chinese characters he used. He also drew illustrations along with his
Chinese writing, explaining, “I know people can’t understand my Chinese,
so then they can look at the pictures.” Classmates clamored for him to
decorate their published book covers with Chinese writing. And later on, in
the spring, when he could speak more English, he was invited to an upper-
grade class to talk about China and to demonstrate on the blackboard how
to write Chinese characters.

Xiaodi worked out his own strategies for writing in English and continued
to include drawings as supports for others to understand his ideas. He loved
to draw, and his artistic skill so impressed his teacher and his friends that he
was asked to draw the cover for the grade-wide published collection of
writing and for the class newsletter. He was often asked by his peers to
illustrate their books and to design and draw the covers of their published
books and writing folders. Indeed, he became so busy drawing for his friends
that some children paid money to get his time!

As further evidence of Xiaodi’s emergence from a quiet newcomer to an
active class member, he began to be called on to escort other, newer
Chinese students around the school, becoming for a time a mentor who
helped and advised them. In this way, he became an insider, drawing on his
knowledge of both Chinese and English to offer guidance to those who were
less experienced. He was able to use his native language comfortably and in
a way that affirmed his growing competence as a student in an American
school (Kutz, Groden, & Zamel, 1993).

By recognizing his talent, his teachers and classmates made Xiaodi feel
like a valued member of his new class community even before he could
communicate fully in English. His native abilities acknowledged, Xiaodi was
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able to find the courage to enter new territory with an openness and an
ardor that served his learning well.

Time and Choice

What was especially helpful for Xiaodi was having choices to make and
being given the time to make them. At the beginning of the school year, he
was left alone to find his own pace and his own points of entry to the new
culture. Of course, he was in a friendly and supportive environment. Indeed,
he joined the reading and writing workshops as well as other learning
activities the first day of school along with the rest of his classmates. And he
was allowed to take his own time pursuing various activities.

Just as important, Xiaodi was allowed the freedom to use his native
language as he moved into new language realms, employing an
“interlanguage” as a bridge to new discourses (Kutz, 1997). Kutz explains:
“At any moment, a person who's acquiring a new language has a perfectly
regular grammatical system—an interlanguage—which represents her
working hypothesis about the structure of the new language” (p. 129). Xiaodi
was able to sequence his own development so that he could learn what he
needed to know when he needed to know it as well as when he was able to
learn it (Lindfors, 1987).

For example, early in September, when Xiaodi began to write in English,
he used invented spellings that reflected his accent and the only English
sentence structure he knew: “I like . . . ,” filling in the space with the words
he cared most about: “pekhr” (picture), “fruand” (friend), “man” (mom),
“cat,” “fadr” (father), “mang ke” (monkey), “tehr” (teacher), “dog,” and “shrk”
(shark). Xiaodi wrote the words that were salient to him, and he arranged
them neatly alongside the Chinese orthography and accompanying
illustrations (see Figure 2). When asked, later in the year, to reflect on this
early work in English, Xiaodi explained:

They are my early writings—the first time | learned to sound out
words. Though they were all wrong, they were still good. That was
my first try. And | wrote the Chinese words and drew pictures there
too. If people couldn’t understand my spellings, they could read Chi-
nese and look at pictures.

At that point, Xiaodi was shifting from the Chinese practice of writing
characters from memory to spelling out words by sounding them out, a big
step in his learning a new literacy (from an ideographic language system to
an alphabetic one). And he was conscious that he had learned something
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Figure 2. Xiaodi’s bilingual writing with illustrations.

entirely new. He said that he felt he was really writing, not just spelling out
words, because he wanted people to understand him. And because he knew
that his sounded-out words were hard to understand, he added Chinese
characters and drew pictures to help his audience. He was proud of his
work, excited to have learned a new skill, excited to be communicating with
classmates, excited to be expressing himself in a new language.

Xiaodi had both the time and the freedom to learn to read and write at his
own pace for his own reasons. He was able to read and write about topics
that mattered to him personally, and he could draw on his previous
knowledge of Chinese for help in making sense of the new literacy (Smolkin
& Suina, 1996).

Late in September, Xiaodi tried writing only in English, using the “I like . .
sentence structure to name his friends and make more complicated sentences
that showed his developing “interlanguage”: “I like plaus sgu fruand” (I like
play with school friend) and “I liike wrhe book us sgu fruand” (I like write
book with school friend). We can see in these examples (see Figure 3) that
Xiaodi leaves out grammatical morphemes (the infinitive form “to,” plural “s,”
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Figure 3. Xiaodi’s early writing.

and articles “a” and “the”) precisely because the Chinese language doesn't
include these linguistic features. We can also see in these examples that
Xiaodi cared a lot about his friendships with classmates. Indeed, from the first
day of school, when the principal called on other students to show him
around, Xiaodi turned most eagerly to his peers for help and information.

Also helpful for Xiaodi was the freedom to select his own writing projects.
When he saw his classmates writing about their friends, he tried to write a
piece about his best friend, Rungu. However, he only wrote two sentences
and then quit. When we interviewed him and asked him why, he told us he
didn't like to write personal experience narratives. Xiaodi thought there was
no room for his imagination (the part of writing he enjoyed most) in what he
saw as a simple retelling of factual events. He explained his view: “I can't
write this kind of story. | don’t know how. | just can’tdo it. | like to write
fantasy better. But | want to try this kind of writing later.”
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